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ABSTRACT 
The aim of this study is to critically observe the role and use of language in the 
literature classroom at the under graduate level, and to specify some of the skills 
which are required by such a course, and to add a few methodological guidelines 
which might lead to a more effective learner response within the existing syllabus. As 
such, pedagogic view points have been discussed rather than those of purely literary 
theory which would have been beyond the scope of this thesis. 
Several experts have suggested that the teaching of literature should be closer 
to the study of language used in the text. It was felt that this step would ensure that 
students would be able to develop their language skills initially and then use the same 
language skills to further their critical abilities. The teaching of literature is closely 
connected to the formation of meaning of texts from their analysis and that is directly 
connected to the teaching practices in the classrooms. Since conventional teaching 
practices focuses on the study of critical works on literary texts instead of 
encouraging independent literary evaluation, the study looks at the critical framework 
that forms the basis of literary-critical practice. 
Many teachers have observed that the teaching of English literature has not 
successful in imparting the required skills to the students. It is believed that the 
English language teaching objectives are not being met and the students are unable to 
use English language effectively in their day-to-day activities. A large section of the 
students fail to acquire any essential .language skills like reading or speaking. It is 
found that even the students who passed the exams lacked language skills. The 
conventional system of English education requires close study of the English classics 
which in turn require the knowledge of the language. The conventional syllabus 
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however, has a minimum linguistic component. Limited attempts to introduce 
linguistic components in the syllabus have failed, as most of the teachers are not 
trained to undertake linguistic teaching. 
Many students in the country are found to be lacking in literary competence. 
Most of the teaching of English literature focuses on literary merits of the text and 
minimal attention is given to the study of the language. Students are unable to 
understand literary texts as they have no grounding in basic language skills. The 
problem arises due to the inability of the students to perform meaning-making process 
due to the lack of language skills. It is expected that the student with the required 
language skills would be able to look at the literary text and make connections using 
the language used in the text to further the knowledge of the language. For example, a 
student studying Ode to West Wind would be able to use the language of the poem to 
learn new words and the context in which they have been used. This would help to 
improve the knowledge of the literature as well as the language. Thus it may be said 
that the teaching of literature and language support one another through the meaning-
making process. For example, it can be said that the language used in 'Elegy Written 
in a Country Churchyard' can be used to teach the nuances in linguistics. By 
observing poetry from the EHzabethan to the Romantic period, the students would be 
able to understand the linguistic evolution of English and use the understanding to 
improve their language skills. 
The aim of the research is to focus on the role and use of language in the 
teaching of literature. Problems arise in the teaching of literature because teaching 
literature is generally done in the total absence of any framework or system which 
should impart organization to the talks daily delivered in the graduate classrooms. 
This dissertation is an attempt to see how best we can use language in teaching 
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literature and what is the role of language so that B.A. English course can be made 
more useful and fruitfiil. Aligaiii Muslim University (AMU) was chosen for the study 
since the researcher belongs to tiiis University. Some of the important research 
questions that will be addressed in this study are: 
1. What is the role of language in literature classroom? 
2. Do students know how to interpret a Uterary text in the classroom? 
3. What is literary language and what stylistic devices can a student use to 
interpret the meaning of a text? 
4. What are some alternative strategies, techniques and methods for teaching 
literature in the classroom? 
The development of a suitable approach for the teaching of literature becomes 
essential especially in the second language context (India) where it is never certain 
wiiether literature is being taught for its own sake, or for the teaching of language. 
Before starting to address the issues of developing a suitable approach it would be 
helpful to discuss the different viewpoints that have come forth over the years from 
several teachers who have recommended the study of hterature at the Under Graduate 
level. The fact that many of these teachers have spent years teaching and 
understanding the problems connected with literature helps us to gain fresh 
perspectives into different aspects behind the teaching literature. 
It is not being suggested that literature-based courses are unsuitable for 
teaching English language. There is no conflict between the teaching of language and 
the teaching of literature. The two are, in fact, complementary. One needs sensitivity 
to language for literary appreciation and literary works are repositories of authentic 
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language use. One has only to expand the definition of the word 'literature', make 
judicious selection with the teaching 'aims' in mind, and use the right methodology to 
exploit the materials for achieving the aims. The material for teaching does not have 
to belong to classical literature. According to Widdowson there may be good or bad 
literature but everything is literature if the discourse is dissociated from any normal 
social context and therefore requires the reader to create his/her own schematic 
informatioa 
The focus of the framework is to develop teaching methodologies that would 
enable the students to develop an understanding of the text at a personal level. The 
fi-amework should be able to arrive at innovative teaching solutions that would assist 
die learner to analyze literary text by empowering them with the language skills that 
would enable the construction of meaning and through arrive at different layers of 
interpretation which is demanded of them at the Degree level. For this purpose the 
study will make use of linguistics, ideas of Widdowson, Umberto Eco's work in 
descriptive semiotics, Halliday's ideas on language acquisition, and Reader Response 
theory. 
The B.A. English course offered at AMU consists of an introduction to the 
study and appreciation of literature, a study of English poetry from the Elizabethan to 
the Romantic period, study of the nineteenth century English novel, Victorian and 
Modem Poetry, Shakespearean Drama, Post-Shakespearean drama, twentieth century 
British and American novel, novels fi-om Indian Writing in English, and other 
materials. 
Most of the syllabus focuses on the close study of literary texts and analyzing 
their literary merits by studying their criticism. Students of literature are unanimous in 
their view that great writers are great manipulators of the language and have made 
significant contribution to the making of English. A study of Hnguistics, which shows 
a greater awareness of language in a student, is sure to help the student in responding 
better to the use of language in literature and enables the student to understand better 
how language is exploited by a literary artist. 
We need not necessarily change the syllabus altogether - but we at least need 
to check out the way in which it is being used. There is no need for a drastic change or 
even the complete removal of literature from a language classroom, but we need to 
think about the way it is being used in the classroom The current study stresses to do 
this in the context of how language is used in literature classroom and also attempts to 
find an answer to this question. Literature is used to teach language; however, more 
often than, the faculty as well as the syllabus makers conveniently forgets tat the 
mother tongue of the students is not English and hence they would face serious 
problems in understanding the language that is used in the literary text. This does not 
mean that the students are incompetent or are lazy to make the necessary adjustments; 
but rather, the ease with which a native speaker can understand and use the language 
(English) is different from the way an Indian, or for that matter any non-native 
speaker, would use the language. Hence, the idea of using English language to teach 
English literature needs serious thinking as well as tinkering in AMU. 
Today, English is a global, universal language. This can be seen in many 
variations of English which people use or speak. Fortunately, many countries have put 
aside the stereotype notions that English undervalues and marginalizes the indigenous 
culture and acknowledged the immense possibilities and potentialities of English. In 
short, the importance of English lies in the fact that it is needed for practical reasons, 
social and economic success. Thus we can rightly claim that whoever tries to 
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politicize English or see it from a narrow cultural point of view will put a rope of 
isolation around one's neck. 
My work on role and use of language in teaching of literature arises not 
because literature teaching is something new or difficuh that it is not possible to 
perform unless it is guided by a book of instructions for the purpose, but because 
literature teaching is generally done in the total absence of any framework or system, 
which should impart organization to the talks daily delivered in the graduate 
classrooms. This provides the reason and the rationale for the current study. 
The reaction to the earlier approach gave importance to language or the mode 
of communication because literature is primarily a linguistic artifact, but here again 
there is a problem, because the language of literature is distinguished from the 
language of ordinary communicatioa 
To quote Widdowson, 
"What else literature may be, we will agree that its effects 
are achieved through the medium of language. And here we 
encounter our first difficulty. The term is ambiguous. On 
the one hand it may refer to the underlying system of 
common knowledge, langue and on the other to particular 
realization of this knowledge as instances of behavior 
parole" 
{The Deviant Language of Poetry, 7). (2) 
Therefore, it seems generally difficult to have a fair assessment of what the 
students already know about the language and literature and what they are going to 
learn. 
V l l 
However, my work is an attempt to build a framework for the undergraduate 
students to teach them the role and use of language in literature. 
For example, a football match will mean much more to a person who 
understands the rules and regulations under which the game is played, than to a 
person who has a vague idea of well-built youth hustling each other on a field trying 
to run towards opposite ends with a ball. In other words, the spectator who gets the 
most has a set of concepts to guide his experience. A literary study should also make 
the student aware of the heightened form in which language is used in literary works. 
Through such a study the student learns much about language and the language used 
in literature. 
The relevance of the research also hes in reference to the present world 
scenario where countries of the world are coming together as a global village. The 
global communication is bringing nations and people together and making them a 
global community. At this juncture, it is obvious that English is the only effective 
worldwide means of communication. That is why English is being paid more attention 
all over the world in the present global context than ever before. For better or worse, 
the 21" century has witnessed a great deal of development in the role of English as a 
global language. It is used for wider purposes than ever before. 
Much research has been done to prove the role and significance of literature in 
the language classroom; however, enough attention has not been paid to trace and 
establish the role of language in literatui^ e classroom. Over the years, the teacher of 
literature, when confronted with a fresh piece of literature, is unable to explain it to 
the student, and hence leaves the student clueless. Thus, this ^proach tends to ignore 
learners' needs and fails to fiilfiU some of the requirements of learners in a literature 
classroom This present work aims to explore how through analysis of language 
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structure the teacher can help the student of literature to acquire a better 
understanding of works of hterature. 
The introductory chapter introduces the research topic and the numerous 
reasons as to why the thesis is being studied. The study is organized into 4 chapters 
including an introduction and a conclusion, which is followed by a bibliography. 
Chapter one presents a review of the related literature dealing with evolving trends in 
the practices and approaches involved in the teaching of literature in the classroom. 
The chapter also discusses the definition and meaning of literature. Ch^ter two 
attempts to analyze and define the different Lingtiistics and Stylistic Devices used in 
the literatiu-e classroom., it also delineates the research design and methodology of the 
study and looks at the way literature is used in the language classroom, its place and 
its importance for teaching English language to students. Ch^ter three attempts to 
study the language use to interpret the discourse in literature with specific reference to 
the text and also look at the way in which meaning is arrived at in the classroom by 
the use of the various ^proaches. Chapter four highlights the importance of focusing 
in language based activities in the modem day communicative classroom. It has three 
sections. The first section looks at the literature teaching background in universities 
and colleges. The second section move from principles to actual fraction and consider 
the undergraduate B.A. English main syllabus at Aligarh Muslim University. The 
third section aims to suggest some approaches, methods, techniques suitable for 
contemporary communicative classroom with focus on language to enhance the 
literary skills of the students. 
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INTRODUCTION 
BACKGROUND TO THE STUDY 
Language is a means of communication. It is a purely human and non-
instinctive method of communicating ideas, emotions and desires by means of 
a system of voluntarily produced symbols. Human race has arrived at the age of 
globalization and global communication. The global communication is 
bringing nations and people together and making them a global community. 
Now it is obvious that English is tlie only effective worldwide means of 
communication. That is why English is being paid more attention all over the 
world in the present global context than ever before. 
As Crystal, says: (1997) 
"There was never been a language so widely spread or 
spoken by so many people as English." 
When companies from four European countries - France, Italy, 
Germany and Switzerland formed a joint truck making venture called Lveco in 
1977 they choose English as their working language because, as one of the 
founders rightly observed, "it puts us all at an equal disadvantage". 
At present, English is everybody's language. This can be seen in many 
variations of EngHsh that people use or speak. Fortunately, many countries how 
put aside the stereotype notions that English undervalues and marginalizes the 
indigenous culture and acknowledge the immense possibilities and 
potentialities of English, hi short, the importance of English lies in the fact that 
it is needed for practical reasons, social and economic success. Thus, we can 
rightly claim that whoever tries to politicize English or see it from a narrow 
cultural point of view will put a rope of isolation around his neck. 
The estabhshment of the British East India Company in 1600 A.D. 
paved the way or the introduction of English is India. Although, initially, the 
East India Company concerned itself with commerce and industry, towards the 
end of the colonial rule it began to influence the education in India. As early as 
1835, Lord Macaulay feh that English was needed for 'revising literature' in 
India and 'for the promotion of knowledge of sciences.' Thus, English came to 
be regarded as an important language in the country. 
Even after 56 years of independence in India, English continues to serve 
as the 'link language' and as a 'window to the world'. Neither Hindi the 
official national language nor any of the several regional languages has risen in 
status yet to substitute the all-encompassing influence of the English language 
in the socio-economic and educational .arenas. As Krishnaswamy and Sriraman 
put it: (1995) 
"Macaulay might have thought that the knowledge of 
EngUsh was essential for civilizing Indians, earlier 
generations might have thought that English was 
necessary for the shaping of character or the 
development of the aesthetic? but the present 
generation is convinced that English is needed for 
mobility and social and economic advancement. 
English is the language of opportunities because it 
takes one outside one's own community to places 
(within or outside India) where more opportunities are 
available for professional and economic growth. That 
is why there is a great demand for English, it has a lot 
of 'surrender value' and teachers might want to cash in 
on it". 
With India gaining independence, the role of English in education and 
national life became questionable. It appeared as if English could not continue 
to occupy the privileged position it enjoyed under the British. There was a lot 
of controversy over the status of EngUsh. However, over a period it was felt 
that the use of English should continue, since it serves a major purpose as a 
national link language, as an international link language and as a library 
language. 
In 1950, the constitution of India envisaged Hindi as the official 
language and English was to continue for 15 years from the date of adoption of 
the constitution. However, this was strongly opposed by the southern states. As 
a result, the Official Languages Act of 1963 recommended the continued use of 
English for an indefinite period. The Indian Education Commission (1964-66) 
recommended the continuance of English in the interest of national integration 
and for higher academic work. 
Enghsh has come to occupy extremely important functional roles in the 
Indian sociological, political, economic and academic contexts. Besides 
providing knowledge, information and communicative values, it has provided 
appropriate registers for these contexts. Any language considered for 
substitution at the national or state level has to be equal to English. It is 
therefore evident that, English must continue as a national link language for 
some time to come. 
However, the Government of India still decided that every child in the 
country should get primary and secondary education in his mother tongue or in 
the regional language, while for higher education English was the means of 
instruction. Due to this, the regional or vernacular language became the 
medium of instruction in both primary and secondary stages, and this has 
serious repercussions on higher education. The abrupt decision to replace 
English with the regional language as the medium of instruction is one of the 
main causes for the decline in the standards of English in India. The students 
who came to college/universities from regional medium schools have a great 
difficulty in adjusting themselves to the medium of instruction, which is 
English. The result was a steady deterioration of standards of the learning and 
teaching of English. 
English has always been taught as a literary and humanistic discipline. 
The literature syllabus, teaching and evaluation techniques belonged to the 19"^  
Century. The Universities of Calcutta, Bombay and Madras that were 
established in 1857 after die model of the University of London, unhesitatingly 
imported its syllabus. Educationists held the opinion that die study of English 
literatiire was the logical development of literary development and that it 
served a general educational function. As a result students of English were 
introduced to some English classics. The universities did not provide for any 
training in English language. In spite of the serious limitations inherent in it, 
this system produced considerable results as long as there were enthusiastic 
teachers and a limited number of highly motivated students. However, after 
1930, when the medium at the secondary level in most parts of the country 
gradually changed to the regional language the shortcomings of this system 
became apparent. The M.A. Courses exposed students to greater works of 
English literature but did not attempt to train the students for teaching English 
language and English literature. 
If it is true that in India teachiug English has always been equated with 
teaching of English literature (and not been conscious of English as a language) 
it is equally true that more teaching has led to only less learning, even of 
literature. I do not want to argue that literature is too dreamy or complex to be 
taught; but it to be said that we have taken so much pain to teach literature and 
made the students to work so hard at it that the students have not learned to 
either learn or enjoy literature. This is mainly due to the concept of literature as 
content and teaching of literature has been concerned with communicating 
literary facts, whereas literature always converts facts into symbol. 
English literature had been brought to India by the British Rulers as part 
of their total colonization. English, they felt, was essential for the 
modernization of India. As far back as 1835, Macaulay had pointed out that the 
phenomenal development of England had been due to the study of the ancient 
classics, and "what Greek and the Latin were to the contemporaries of More 
and Ascham, our tongue is to the people of India". 
The purpose of teaching English Literature to the hidians, thus, was two 
fold. 
(a) Through English literature the public would come into contact with 
Western CiviUzation, and 
(b) They were to learn the language through its literature. 
English literature has formed part of the college and University 
curriculum since the introduction of Enghsh as the medium of instruction in 
1830. Through the years a division has arisen between the teaching of English 
language and teaching of English hterature. 
After Independence, the UGC felt it necessary that a committee of 
experts should examine the teaching of English at various levels of university 
education. The committee was to examine the standards and methods of 
teaching and learning English language and literature. 
The UGC appointed a committee in 1955 - 57, to obviate the difficulties 
arising out of the proposed change over in the medium of instruction. The 
committee examined the problems connected with the medium of instruction. 
The committee examined the problems connected with the medium of 
instruction and recommended measures to ensure adequate proficiency in 
English at the University level. The committee submitted its report in 1957. 
Some of the important recommendations of the committee are as follows: 
(i) The teaching of EngUsh hterature should be related to the study of 
Indian literature, so that apart from its value for linguistic purposes, 
it could be an effective means of stimulating critical thinking and 
writing in Indian languages, 
(ii) Where English is not the medium of instruction at any university, it 
is necessary to adopt special methods to secure an adequate 
knowledge of English as a second language, 
(iii) For greater attention should be given to linguistics in our universities 
and teacher training college. 
The committee said that the regional languages could not replace 
Enghsh as a tool of knowledge or as a medium of communication, since they 
were not developed enough. English would remain the language in which 
students would expand their knowledge through books, journals and reports. 
The Education Commission appointed a study group to examine the 
changed position of English both as a subject of study at school and as a 
medium of instruction at the university stage. The Chauman of the study group 
was Prof V.K. Gokak, the Director of the Central Institute of English and 
Foreign Languages. The group attempted to define the objective of the study of 
English at various levels. Among the measures to improve the situation, it 
recommended: 
a) The revision of curriculum at all stages of education; 
b) A linguistic approach to literary studies at the university level; 
c) The expansion of facilities for teaching English language and an 
effective programme for adequate training for teachers of English; 
d) Training of teachers in the state institutes of English and in the modem 
methods of teaching English as a second language. 
e) Reforms in the structure of examinations, flexibility in testing 
techniques and establishment of a central testing servdces 
f) Use of Mass Communication media in the teaching of English and 
organization of special bridge intensive courses as evolved by the 
Central Institute of English, Hyderabad. 
The education commission endorsed many of the recommendations of this 
committee. Regarding the place of study of English in the pattern of Education, 
the commission warred that the adoption of the regional language as the 
medium of instruction in schools and colleges should not be interpreted to 
mean understanding the importance of English in the University. The 
Commission said that English would continue to be needed as a library 
language for a long time. 
The committee headed by Dr. Kunzru struck a note of caution by 
suggesting that the change of medium of instruction from EngUsh to Hindi 
should not be hastened. It also stressed the necessity to define the aims of 
English language teaching at school stage and the use of special methods in 
English language teaching. The committee recommended a study of linguistics 
as an essential pre-requisite for ensuring adequate proficiency in English at the 
University level. It was with the Kunzru Committee that the aims and objective 
of the study of English were investigated for the first time. The setting up of the 
Central Institute of English is 1958 was a major step taken by the Government 
of India to meet the needs of the deteriorating situation. Since then the Institute 
has trained teachers and teacher trainers from all over India, in modem 
effective methods of English language teaching and literary interpretation. 
Much research has been done in the teaching of English, linguistics and 
phonetics. The Institute has also prepared suitable syllabus and tests in English 
language and literature for different levels. 
However, the inadequacies at the top were soon reflected in the failing 
standards at the lower level. Concerned about this deterioration in standards, 
Kunzru committee was appointed to examine the problems connected with the 
medium of instruction and recommend measures to ensure proficiency at the 
university stage. The committee recommended that far greater attention should 
be given to linguistics in our universities and teacher training colleges. This 
was the first time emphasis was given to the necessity of the English syllabus 
having a linguistic content. 
Senior teachers of English were also skeptical about the literature-
oriented syllabuses imparting the necessary language skills to students. At the 
All India English Teacher's Conference, they repeatedly drew attention to the 
ineffectiveness of the traditional form of English teaching and the need to 
distinguish between English language teaching and English literature teaching. 
The educational conmiission was the first to point out the necessity for a 
distinction between English language teaching and English literature teaching. 
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In its report the commission pointed out that the regionalization of the medium 
of instruction did not mean the elimination of English, which would continue to 
function as a 'library language'. Since an adequate command over a library 
language is indispensable to a university and students, it recommended that 
adequate facilities should be provided in universities and colleges. For 
providing the students with the necessary language skills, the commission 
recommended: 
"A distinction has to be made between the teaching 
of English as a skill and the teaching of English 
literature". 
RATIONALE FOR THE STUDY 
Several experts have suggested that the teaching of literature should be 
closer to the study of language used in the text. It was felt that this step would 
ensure that students would be able to develop their language skills initially and 
then use the same language skills to further their critical abilities. The teaching 
of literature is closely connected to the formation of meaning of texts from 
their analysis and that is directly connected to the teaching practices in the 
classrooms. Since conventional teaching practices focuses on the study of 
critical works on literary texts instead of encouraging independent literary 
evaluation, the study looks at the critical framework that forms the basis of 
literary-critical practice. 
Many teachers have observed that the teaching of English literature was 
not successfiil in imparting the required skills to the students. It was believed 
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that the English language teaching objectives were not being met and the 
students were unable to use English language effectively in their day-to-day 
activities. A large section of the students failed to acquire any essential 
.language skills like reading or speaking. It was found that even the students 
who passed the exams lacked language skills. The conventional system of 
English education required the close study of the English classics which 
required the knowledge of the language. The conventional syllabus had 
minimal linguistic components. Limited attempts to introduce linguistic 
components in the syllabus failed, as most of the teachers were not trained to 
undertake linguistic teaching. 
Many students in the country are found to be lacking in literary 
competence. Most of the teaching of Enghsh literature focuses on literary 
merits of the text and minimal attention is given to the study of the language. 
Students are unable to understand literary texts as they have no grounding in 
basic language skills. The problem arises due to the inability of the students to 
perform meaning-making process due to the lack of language skills. It is 
expected that the student with the required language skills would be able to 
look at the literary text and make connections using the language used in the 
text to further the knowledge of the language. For example, a student studying 
Ode to West Wind would be able to use die language of the poem to learn new 
words an understand the context in which they have been used. This would 
help to improve the knowledge of the literature as well as the language. Thus it 
may be said that the teaching of literature and language support one another 
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through the meaning-making process. For example, it can be said that the 
language used in 'Elegy Written in a Country Churchyard' can be used to teach 
the nuances in linguistics. By observing poetry from the Elizabethan to the 
Romantic period, the students would be able to understand the linguistic 
evolution of English and use the understanding to improve their language 
skills. 
The aim of the research is to focus on the role and use of language in the 
teaching of literature. Problems arise in the teaching of literature because 
teaching literature is generally done in the total absence of any framework or 
system which should impart organization to the talks daily delivered in the 
graduate classrooms. This dissertation is an attempt to see how best we can use 
language in teaching literature and what is the role of language so that B.A. 
English course can be made more useful and finitfiil. Aligarh Muslim 
University (AMU) was chosen for the study since the researcher belongs to this 
University. Some of the important research questions that will be addressed in 
this study are; 
1. What is the role of language in literature classroom? 
2. Does students know how to interpret a literary text in the classroom? 
3. What is literary language and what stylistic devices can a student use to 
interpret the meaning of a text? 
4. What are some alternative strategies, techniques and methods for 
teaching literature in the classroom? 
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The development of a suitable approach for the teaching of literature 
becomes essential especially in the second language context (India) where it is 
never certain whether literature is being taught for its own sake, or for the 
teaching of language. Before starting to address the issues of developing a 
suitable approach it would be helpful to discuss the different viewpoints that 
have come forth over the years from several teachers who have recommended 
the study of literature at the Under Graduate level. The fact that many of these 
teachers have spent years teaching and understanding the problems connected 
with literature helps us to gain fresh perspectives into different aspects behind 
the teaching literature. 
THE FRAMEWORK OF THE STUDY 
For the study it is important to formulate certain framework within 
which the study is to be carried out. The idea of the framework is to provide a 
base or a core of language learning that takes place in the classroom along with 
the teaching of literature. The focus is finding a solution that would make use 
of the resources offered by literature to examine if it can be applied in training 
students in language skills that are of vital importance in today's competitive 
environment. 
The learning process in the language classroom deals to a great extent 
upon the meaning making process. When the students are given a literary text, 
they are expected to be able to make a critical analysis of it. In this learmng 
process several developments take place. Initially the student analyses the 
language while reading the literary text and then begins to examine it in the 
14 
context of the language it is composed in. After reading the text, the student 
begins to form a mental picture of the idea/s that is described in the text. From 
the reading, the learning process shifts to the construction of meaning of the 
text. The meaning making process is closely related to the language in which 
the text is composed. Thus it can be safely assimied that language learning 
process can make significant benefits from employing literary resources, even 
though they may be sometimes found wanting in granunatical or linguistic 
accuracy. 
It is not being suggested that literature-based courses are unsuitable for 
teaching English language. There is no conflict between the teaching of 
language and the teaching of literature. The two are, in fact, complementary,, 
but one's needs sensitivity to language for literary appreciation and literary 
works are repositories of authentic language use. One has only to expand the 
definition of the word 'literature', make judicious selection with the teaching 
'aims' in mind, and use the right methodology to exploit the materials for 
achieving the aims. The material for teaching does not have to belong to 
classical literature. According to Widdowson there may be good or bad 
literature but everything is literature if the discourse is dissociated from any 
normal social context and therefore requires the reader to create his/her own 
schematic information. 
The focus of the framework is to develop teaching methodologies that 
would enable the students to develop an understanding of the text at a personal 
level. The framework should be able to arrive at innovative teaching solutions 
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that would assist the learner to analyze literary text by empowering them with 
the language skills that would enable the construction of meaning. For this 
purpose the study will make use of linguistics, the ideas of Widdowson, 
Umberto Eco's work in descriptive semiotics and HaUiday's ideas on language 
acquisition, and Reader Response theoiy. 
CONTEXT OF THE STUDY: ALIGARH MUSLIM UNIVERSITY 
The B.A. English course offered at AMU consists of an introduction to 
the study and appreciation of literature, a study of English poetry from the 
Elizabethan to the Romantic period, study of the nineteenth century English 
novel, Victorian and Modem Poetry, Shakespearean Drama, Post-
Shakespearean drama, twentieth century British and American novel, novels 
from Indian Writing in English, and other materials. 
The majority of the syllabus focuses on the close study of literary texts 
and analyzing their literary merits by studying their criticism. Students of 
literature are unanimous in their view that great writers are great manipulators 
of the language and have made significant contribution to the making of 
English. An application of the method proposed by, that is stylistics, linguistic, 
is sure to help the student in responding better to the use of language in 
literature and enables the student to understand better how language is 
exploited by a literary artist. 
SIGNIFICANCE OF THE STUDY 
The current study aims to investigate how language is used in the 
literature classroom and also attempts to find an answer to this question. 
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Literature is used to teach language; however, the faculty as well as the 
syllabus makers conveniently forgets that the mother tongue of the students is 
not English and hence they would face serious problems in understanding the 
language that is used in the literary text. This does not mean that the students 
are incompetent or are lazy to make the necessary adjustments; but rather, the 
ease with which a native speaker can understand and use the language 
(English) is different from the way an Indian, or for that matter any non-native 
speaker, would use the language. Hence, the idea of focusing on the English 
language to teach English literature needs serious consideration. 
The relevance of the research also lies in reference to the present world 
scenario where countries of the world are coming together as a global village. 
The global communication is bringing nations and people together and making 
them a global community. At this juncture, it is obvious that English is the only 
effective worldwide means of communication. That is why English is being 
paid more attention all over the world in the present global context than ever 
before. For better or worse, the 2V^ century has witnessed a great deal of 
development in the role of English as a global language. It is used for wider 
purposes than ever before. 
ORGANIZATION OF THE STUDY 
Much research has been done to prove the role and significance of 
literature in the language classroom; however, enough attention has not been 
paid to trace and establish the role of language in the literature classroom. Over 
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the years, it has been found that the teacher of literature, when confronted with 
a fresh piece of hterature, is unable to explain it to the student, and hence 
leaves the student clueless. Thus, this approach tends to ignore learners' needs 
and fails to fulfill the requirements of learners in a literature classroom. 
This present work aims to explore how through an analysis of the 
language structure the teacher can help the student of literature to acquire a 
better understanding of works of literature. 
The introductory chapter introduces the research topic and the numerous 
reasons as to why the thesis is being studied. The study is organized into four 
chapters including an introduction and a conclusion, which is followed by a 
bibliography. 
Chapter One presents a review of the related literature dealing with 
evolving trends in the practices and approaches involved in the teaching of 
literature in the classroom. The chapter also discusses the definition and 
meaning of literature. 
Chapter Two attempts to analyze and define the different linguistic and 
stylistic devices used in the literature classroom and it also delineates the 
research design and methodology of the study and looks at the way literature is 
used in the language classroom 
Chapter Three attempts to study the use of language to interpret the 
discourse in literature with specific reference to the text and also look at the 
way in which meaning is arrived at in the classroom by the use of the various 
approaches. 
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Chapter Four highlights the importance of focusing on language based 
activities in the modem day communicative classroom. It has three sections. 
The first section looks at the literature teaching background in universities and 
colleges. The second section move from principles to actual practice and 
considers the undergraduate B.A. English main syllabus at Aligarh Muslim 
University. The third section aims to suggest some approaches, methods, 
techniques suitable for the contemporary communicative classroom with focus 
on language to enhance the literary skills of the students. 
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Cdapter 1 
discourse 
of 
Literature 
CHAPTER - ONE 
DISCOURSE OF LITERATURE 
THE MEANING OF LITERATURE 
It is a natural tendency of human beings to love to explore the world 
both within and without them. They love to know about their personal 
experience and the experiences of other people as well. And this every love of 
knowing about the world within and around ourselves causes the creation of 
literatxire. 
As W.H.Hudson (1973) says: 
"Literature is a vital record of what men have seen in 
life, what they have experienced of it, what they have 
ought and felt about those aspects of it which have the 
most immediate and enduring interest for all of us. It is 
thus fundamentally an expression of life through the 
medium of language." 
Indeed, literature becomes a channel of vicariously experiencing the 
world around us. Lawrence Perrine has rightly defined literature as: 
"a means of allowing us, through imagination, to live 
more fully, more deeply, more richly, and with greater 
awareness. It can do this in two ways by broadening 
our experience - that is, by making us acquainted with 
a range of experience with which, in the ordinary 
course of events, we might have no contact or by 
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deepening our experience - that is, by making us feel 
more poignantly and more understandingly the every 
day experiences all of us have." 
A literary writer helps us to fulfill the desire to know about the 
experiences of other people as well as our own. This he does by selecting and 
reforming his own personal experiences or by creating some imaginative 
experiences which he thinks may be relevant and helpful to his readers in 
interpreting the world more effectively. Literature involves a special selection 
and patterning of events, and creation of a focus and form through linguistic 
exploitation. 
A work of literature: 
"becomes interpretative as it illuminates some aspect 
of human life or behaviour... It gives us a keener 
awareness of what it is to be a human being in a 
universe sometimes friendly, sometimes hostile. It 
helps us to understand our neighbour and ourselves." 
Literature has a universal appeal if a work is relevant and interesting to 
human beings in general it may be called a literary work literature doe not 
appeal to some particular readers only, rather its appeal is world wide that is, it 
appeals to human being in general. 
"We care for literature primarily on account of its deep 
and lasting human significance. A great book grows 
directly out of life in reading it, we are brought into 
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large, close, and fresh relation with life and in tiiat fact 
lies the final explanation of its power". 
However, not every written work becomes a work of literature. It has to 
fulfill some qualities before it can be defmed as a work of hterature. 
LANGUAGE OF LITERATURE 
In this section the characteristics of literary language will be discussed, 
in other it will answer the question what kind of writing can be called 
literature. It is language that makes us human though animals have their own 
communication system. They do not use our language. Language is an 
organization of sounds which are produced from the mouth with the help of 
various organs of speech to convey some meaningful message. 
Words of every language are arbitrary, words become even more 
communicative, their potential to mean increased when they are placed in a 
stiiicture. Every language is used to convey meaning so as English language. 
So, communication skill, generally termed as language which is one of the 
most important characteristics of a culture. Raymond Chapman (1982) speaks: 
"A language can conveniently be divided into 
vocabulary or lexis and grammar or syntax. The 
division is not one that can effectively be sustained for 
long in using or learning the language." 
As language speaks the behaviour of the people and the behaviour 
speaks the impact of nature. Language has been from earliest times considered 
a mirror of the human mind it enables our intelligence and passion to acquire 
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our peculiar characters of intellect and sentiments. Thus it is the language that 
is the source of human life and power. 
As Wittgenstein says: 
"One thing we always do when discussing a word is to 
ask how we are taught it. Doing this on the one hand 
destroys a variety of misconceptions, on the other hand 
gives you a primitive language in which the word is 
used". (1966) 
Literature, hke language is one of the sub systems which constitute the 
main system, usually referred to as culture or civilization, or a society. 
Literature, as a sub-system, is embedded in the environment of a language, or 
an ethnic group or a nation but by 'poetics' - a collection of devices available 
for use by writers at a certain point of time. 
Alternatively, a culture or a society is the environment of a literary 
system. Both the systems are open to each other, and they influence each other. 
Language has become an important area in the realm of culture. Literature 
gives a platform to the blossoming of linguistic creativity. Our power of 
creation enriches our language faculty in a great deal. For example, each 
language has formulated different ways to create new words, new meanings 
and thereby adding to the aheady existing words and number of new sentences. 
Literature uses striking modes of speech differing from, and transcending the 
established ones. Thereby, it can be understood as a deviation from the norms 
of die standard language. 
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In literature the writer tries to communicate his vision or idea in a highly 
individualized medium by resorting to a particular method and, in part, a 
unique use of language. Literature is a product of communication and the 
norms regulating the process of production and reception of literature are 
largely shared by the people participating in it. i.e. writer and reader. In 
principle we can say that every literary text may provide an aesthetic 
experience to the recipient. 
One of the characteristics of literature is the trespassing of the 
established world of common sense. While imposing certain formal 
restrictions, the language of literature allows him licenses for making 
unprecedented innovations by exploiting grammatical possibilities of the 
language. Language becomes an important form of verbal expression but all 
that is expressed in words is not considered a literature. Only certain forms of 
verbal expression are universally regaided as belonging to literature. Verbal 
expressions should be 'artistic'. Creative literature can be called an 
aesthetically organized language, a specialized mode of expression, or a 
particular kind of speech. Creative writers use language (words) to create a 
subtie and complex effect thereby cultivating the ambiguity inherent in the 
multiple or shaded meanings of words. 
Literature is the art of employing words/language in such a manner that 
it produces an illusion on our senses. The literary artist uses the words just like 
tiie painter uses colours. Words do have overtones; they stir up complex 
reverberations in tiie mind that are ignored in their ordinary meaning or 
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dictionary definitions and these subtle overtone and associations of meanings 
are exploited by the literary artist. As Wittgenstein says: (1984) 
"In the actual use of this language, one man calls out 
the word as orders, the other acts according to them. 
But learning and teaching this language will contain 
this procedure: The child just 'names' things, that is, 
he pronounces the words of the language when he 
teacher points to the things." 
The language, in which a literature is produced, controls and conditions 
the literary creativity; thus exist a language-literature equation. That is the 
reason why a literature is known in the name of the language in which it is 
written. But it is not necessary law as that the literature written or expressed in 
the language strictly follows the rules of the language. It may deviate jfrom the 
rules or the accepted patterns. In other words literature has its own conventions 
or codes. The literature itself is a system of communication, and thus it follows 
its own methods. As a sub-system of the system of culture, it is also controlled 
and conditioned by its environment. It also has its ovm controlling methods, 
and the principles of polarity and periodicity force it to change, but at the same 
time the natural tendency to maintain its status quo also works as a counter 
force. Thus the development of a hterary system is the result of the action, re-
actions, and counter actions of these principles. 
Language is an important form of verbal expression; but everything 
expressed in words is not considered as literature. Only certain forms of verbal 
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expression are universally regarded as belonging to literature as an art. They 
should possess something called artistic. The creative writers use language 
(words) for its subtie and complex effects and deliberately cultivate the 
ambiguity inherent in the multiple or shaded meanings of words. Words do 
have overtones; they do stirrup complicated reverberations in the mind that are 
ignored in their ordinary meaning or dictionary defmitions. 
As Wittgenstein says: (1966) 
"Language is an important area of culture where 
human creativity is blossomed. Our power of creation 
has enriched our language faculty in a great deal. For 
example, each language has various ways to create 
new words new meanings to the already existing wards 
and number of new sentences." 
Creative literature can be called aesthetically organized language, a 
specialized mode of expression, or a particular kind of speech. It is a stiiking 
mode of speech differing from, and transcending the established mode of 
speech. So it can be understood as deviation from the norms of the standard 
language. Thus literature is a striking or charming mode of expression, which is 
different from and excels the common or matter-of-fact expression. 
In literature the writer tries to commuiucate his vision or idea in a highly 
individualized medium by resorting to a particular and, in part, a unique use of 
language. While imposing certain formal restrictions, the language of literature 
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allows him licenses for making unprecedented innovations by exploiting 
grammatical possibilities of the language. 
Literature is the art of employing words/language in such a manner that 
it produces an illusion on our senses. The literary artist uses the words just like 
the painter uses colors. During the process of literary communication the writer 
stores the verbal materialization of his aesthetic impulses in the literary text; 
and he hopes that the readers will succeed in decoding the verbal material in a 
way that they also may have a similar aesthetic experience. Since literature is a 
product of communication, the norms regulating the process of production and 
reception of literature are largely shared by the people participating in it i.e. 
writer and reader. In principle we can say that every literary text may provide 
an aesthetic experience in the recipient. One of the characteristics of literature 
is the trespassing of the established world of common sense. It appears diat the 
norms of causal logic and common sense are frequently violated in a literary 
text. Ezra Pound (1966) 
"Great literature is simply language charged with 
meaning to the utmost degree." 
LITERARY AND NON-LITERARY DISCOURSE 
Literary language has certain specific features which distinguish it from 
ordinary language. It may be distinguished from the ordinary or everyday or 
non-literary language on the basis of the following three qualities along with a 
number of other characteristics: 
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(i) Multidimensionality of meaning 
(ii) Compression or discontinuity of expression and 
(iii) Aesthetic function 
Multidimensionality of meaning refers to the fact that in literary 
discourse words may not mean only what they say. The words may mean more 
than what they actually say. Literary writers acquire this multidimensionality of 
meaning by manipulating various language resources such as symbol, 
metaphor, simile, imagery etc. This multi-layer-dress of meaning is more 
specific a characteristic of poetry than of prose as poetry uses symbolic 
language. Denotation and connotation are a means of acquiring 
multidimensionality of meaning in a literary text. By the use of imagery, 
metaphors etc are various means through which language becomes connotative. 
Denotation refers to the literal meaning or direct meaning of a world while 
connotation refers to the implied meaning of a world. 
Non literary language therefore may be said be 'transparent' 
[Jackobson's term] in the sense that it means what it says and literary language 
is 'opaque' [Jakobson' term] because it may not mean what it says, i.e. it may 
have several different associations. We may fmd examples of words used in 
their connotative sense even in non-literary language but they are not very 
frequent. They are more specifically a feature of literary language. 
Another feature which characterizes literary language is die compressed 
form of expression or discontinuity. The literary writer may deliberately omit 
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certain lexical or grammatical items form his sentences. The reader has to fill in 
the gaps if he has to grasp the total meaning of the text. 
"As Steiner says: (1967) 
"Both the prolixities and concessions of literary 
language has metronome markings which differ from 
those of the routine and largely indiscriminate currents 
of common verbal exchange". 
As Jokobson has observed ordinary language is characterized by 
'referentiaV function which refers to the relationship 'between the message and 
the object it refers to\ Literary language on the other hand is characterized by 
the poetic (or aesthetic) function. This aesthetic function refers to the 
'relationship between message and the poetic function itself. So, literary 
language has function different from tliat of the ordinary language. We use 
language to give information to someone or to seek information from someone. 
Literary language is not governed by this use of language for passing 
information. It has its own function that is the aesthetic function, which may or 
may not give information of any kind. 
Literary language is results of conscious effort on the part of the writer 
while our everyday language in an automatic process. Literary language is 
organized consciously and is a special combination of words so that not word 
in a literary text can be replaced by any other word. 
In non-literary language words are interchangeable with none or little 
difference in meaning. But if we substitute a word in a literary text particularly 
29 
in poetry, it may cause a lot of differences in meaning George Stenier goes on 
to say that the: (1967) 
"poetic form acts out its meaning and is as inseparable 
from the complete formal motions of that action as in 
yeats famous query the dancer from the dancer." 
Literary language is not governed by the general rules of the language of 
everyday use. It may violate the rules of language in different ways. It way be 
irregular in its observation of rules as it may observe certain extra 'regularities' 
[Leech's term] 
Literary language is distinguished in many other ways from the ordinary 
language. The following characteristics of literary language are summarized 
from Widdonson. In commotional communication the presence of a speaker 
(addresser) and a listener (addresses) is to take place. In other words the "F and 
the 'you' i.e. the first and the second person must be present in a normal 
communication situation. The addressee is always associated with the first 
person and the addresses with the second person. In literature, however, the 
distinction between the first person/speaker and the second person/listener may 
be dissolved. The addresser may be divorced from the sender of the message 
that is the writer and the addresser from the receiver of the message. 
For example as Widdowson (1975) suggests we may fmd insects ( in 
Gray) a brook (in Tennyson) as addressers and the objects of nature such as the 
season of autumn, mountains, rivers, bhds, flowers, etc as receiver or 
addresses. 
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So the above distinctions which are separated in non literary language 
may be fused in a literary text. And the message of the text can be interpreted 
from the text only - contained. It makes sense of its own. Another feature of 
literary language according to Widdonson says that: (1973) 
"In literature the message is text contained and 
presupposes no wider context so that everything 
necessary for its interpretation is to be found within the 
message itself. All other uses of language on the other 
hand ... are contextualized in a social continuity." 
Also in ordinary language words are considered to function on two 
different levels i.e. phonological and syntactic. But in literature, particularly in 
poetry, this distinction gets dissolved. In ordinary language 
"sounds themselves only become significant when 
they combine to form words. But in poetry they enter 
directly into the meaning by providing lexical items 
with a value which they would not otherwise have." 
Widdowson illustrates this point by taking the example by following lies. 
Here flies of pins extend their shining rows, 
puffs. Powders, patches, bibles, billet doux 
(Pope, The Rape of the Lock) 
He suggests that the phonological relations reinforce the association of 
the word 'bibles' with other items in the lines. The identical syllabic structure 
of the preceeding items and the fact that the only difference between the initial 
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consonant of bibles' and the other items is that 'b' is a voiceless sound -
attributes to 'bibles' an additional significance. 
Inanimate things may also be assigned human attributes in literature for 
example, in Arnolds. 
The death of Sohrab we fmd-
'Wound's imprious anguish' 
in which the wound has been given human attributes . 
Literary discourse appears to follow the strategy: "Combtae what is kept 
separate in the code and separate what is combined in the code.... Something is 
either human or non-human it cannot be both. But in literature it can" For 
example is Ode to Autumn (Keats) autumn is both a fertility god and a 
harvester. So both human and divine are combined into one. 
The literary language then is distinguished by various different qualities 
it possesses in variation from the normal code of language whose rules it may 
or may not follow in accordance with the writers aesthetic purpose. 
Thus, we have seen how literary language is distinguished by various 
qualities. It varies from the normal code of language whose rules it may or may 
not follow in accordance with the writer's aesthetic purpose. 
FEATURES OF LITERARY LANGUAGE 
Foregrounding 
Foregrounding is a distinguishuig feature of literary language. It 
distinguishes the literary language from non-literary language. 
Certain features which are prominent are brought in to foreground by 
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virtue of their semantic or grammatical oddity. 
"In making choices which are not permissible in terms of the accepted 
code, the poet extends, or transcends, the 'normal, communicative resources of 
his tongue" thereby placing certain features into .foreground. R.P. Bhatnagar 
quotes Mowranek saying: (1975) 
"By foregrounding we mean the use of the devices of 
the language in such a way that this use itself attracts 
attention and is perceived as uncommon, as deprived 
of automatization, as deautomatized." 
The factor of being uncommon or deviated from the expected norm 
breaks the monotony and evokes feelings of interest and surprise. That's why 
Leech says; (1969) 
"As a general rule, anyone who wishes to investigate 
the significance and value of a work of art must 
concentrate on the element of interest and surprise 
rather than on the automatic pattern." 
One of the significant characteristics of foregrounding is that is brings to 
the surface, important linguistic features which may otherwise remain 
unnoticed S.K. Verma comments: (1968) 
"uninterrupted continuity tends to desensitze the 
mind's activity... Something 'figural' needs to be 
juxtaposed alongside the noteworthy some thing-
something can be stated differently; certain elements 
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and features get foregrounded against a given 
background." 
In poetry, the background is the norms of language against which the 
linguistic deviation acts as a foregrounded figure. A phrase like 'a grief ago' 
acts against the norms of language and is picked up by the reader as a 
significant element of the whole utterance. 
It is in semantic oddity that foregrounding is most noticeable. A 
linguistic form becomes semantically odd when it requires to be understood in 
terms of figurative meaning rather than the literal meaning of the word. 
Metaphor is an example of semantic oddity because it is often based on clashes 
in 'the sequence of lexical litems." The phrase 'a grief ago' is an example of 
collective clash because we don't normally place nouns Uke 'grief adverbs of 
time. 
An example of foregrounding is found in the bar-parlour monologue in 
'A Game of Chess (The Waste Land III) which is quoted by Leech. 
"When Lil's husband got demobbed, I said -
I didn't mince my words, I said to her myself... 
No Albert's coming back, make yourself a bit smart... 
The poet has borrowed the register of colloquial language in this section 
of the poem. 
The very existence of such a register in the poem makes us pay special 
attention to it. 
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Pun and Parallelism or 'extra regularity' are also a means of bringing 
some part of the message into the foregrounding. 
Leech gives the following example of Pun used as a linguistic device -
When I and dead, I hope it may be said 
'His sins were scarlet, but his book were read'. 
(Hilare Bellore, On his books) 
There is violation of rules here; our attention however, is focused upon 
the double interpretation of the word 'read' as 'read' and 'red'. 
In parallelism we find the poet restricting himself to the same choice 
successively when the language allows him a variety of choices. This "extra-
regularity" may occur on different levels, such as phonological and 
grammatical etc. 
Leech (1969) analyses Coleridge's line - The furrow followed free' -
and finds out that the alliterative and the metrical pattern of the line make it 
more organized and focused. 
The line consists of two extra regularities - one is the repeated ' f sound 
and the other is the metrical pattern of alternative stressed and unstressed 
syllables. 
For illustrating syntactic foregrounding Leech takes the following lines -
111 fares the land, to hastening ills a prey. 
Where wealth accumulates and men decay. 
(Goldsmith, The Deserted Village) 
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We find an identical syntactic structure in the second line, each 
consisting of a single-word subject and a single word predicate. The poet has 
restricted himself to the same choice where language allows for a variety of 
structures to choose from. 
All this, however, should not suggest that parallelism is a form of 
mechanical repetition. As Leech quotes Jakobson saying "any form of 
parallelism is an apportionment of invariants and variables." This means an 
element of identity as well as of contrast are the necessary constituents of 
parallelism. It is not mere exact repetition. As the repetitive chanting of 'once 
more, once more... 'is not regarded as parallelism because the constituent of 
variability is missing. Parallelism in other words, needs "some contrasting 
elements 'which are' Parallel' with respect to their position in the pattern" 
This parallelism of variables becomes clear in Leech's previous 
example. 
Where wealth accumulates and men decay 
S +V S + V 
Here inspite of the identical pattern of SV we have the variable in wealth 
Vs men and accumulates Vs decay in that the same words are not repeated. 
Foregrounding is not an ornamental device; it is rather functional in the 
interpretation of the poem. A linguistic feature will be regarded as 
foregrounded only when it helps us in the interpretation of the poem, otherwise 
it will merely be a fauh or weakness on the part of the poet. 
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It is not, therefore, deviation for the sake of deviation; it is rather a 
motivated deviation. Halliday (1972) expresses the same opinion when he says 
"Foregrounding, as I understand it is prominence that 
is motivated. It is not difficult to find patterns of 
prominence in a poem or prose text, regularities in the 
sounds or words or structures that stand out in 
someway...; and one may often be led in this way 
towards a new insight, through finding that such 
prominence contributes to the writer's total meaning." 
We can conclude by saying that foregrounding enables the language to 
mould itself to the new requirements and it offers a richer variety of expressive 
means. 
Deviation 
Poetic deviation refers to the liberty the poets enjoy to mould the 
language according to their requirements. This, however, does not imply a 
random twisting of language. Deviation are rather, purposeful. Poets violate 
rules to fulfill certain functions. 
Poets may deviate from the norm in order to give an impression of 
novelty and refresh our perception. Poets gain compression and economy and 
also poetic vigour by violating certain rules. 
We may classify these deviations under the following headings as Leech 
does: 
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> LEXICAL DEVIATION 
> GRAMMATICAL DEVIATION 
> PHONOLOGICAL DEVIATION 
> GRAPHOLOGICAL DEVIATION 
> SEMANTIC DEVIATION 
> DIALECTAL DEVIATION 
> DEVIATION OF REGISTER 
> DEVIATION OF HISTORICAL PERIOD 
Lexical Deviation 
In 'Lexical deviations' we have 'neologisms' or the invention of new 
vocabulary items. Poets generally create new words to fulfill the requirement of 
a single occasion by making deviations in world formation rules. But these 
iimovations may also come into common use. For example, 'blatant' (Spenser), 
'assassination' (Shakespeare) 'pandemonium' (Milton) was originally created 
for specific occasions and are used as regular vocabulary items. 
Neologism does not refer to the violation of lexical rules. Indeed it 
implies a greater generality in the application of the conventional rules of word 
formation. 
We many find an instance of the extended application of a general rule 
in T.S. Eliot (quoted in Leech): 
'And I Tiresias have fore suffered all' 
(The Waste Land, III) 
The general rule of the prefixation of fore 'in the sense of'm advance' or 
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'before hand' has been appUed here to a verb (suffer) which normally does not 
fall under this category. 
Leech gives an example of neologism which he observed in the 
following phrases of Hopkins 
'the widow-making, unchilding, unfathering deeps' 
Both affixation and compounding are used to form new words, in this 
example. The combination of widow' with 'making' and the placement of the 
prefix un-before 'childing' and 'fathering' demonstrate an extended application 
of the general rule of making and negative with the use of the prefix "un".. 
Innovations in the field of vocabulary are also made by means of 
functional conversion. This implies the use of a word in a new grammatical 
function while retaining the form of the word unchanged. This is exemplified 
Hopkins. 
The just man justices 
(As Kingfishers Catch Fire) 
The achieve of, the mastery of the thing. 
(The Windhover) 
The grammatical functions of 'justice' and 'achieve' have been changed 
in these lines. 'Justice' has been used as a verb and 'achieve' has been used as a 
noun. 
The neologisms are used for their 'concept making power. For ample, 
the three epithets used by Hopkins seem to attribute to the sea three iimate and 
inseparable qualities the qualities of widow making, unchilding and unfathering 
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(i.e. making women into widows, depriving children of their fathers and fathers 
of their children). 
A simple paraphrase would not have conveyed these qualities as vividly 
and poignantly as is -done by this device. 
Grammatical Deviation 
Under grammatical deviation we have two types of deviations. One is 
"an exploitation of the potential complexity of repetitive structure to an unusual 
degree", and simply ungrammatical forms. 
Firth gives the example of Hopkins' phrase. 
'Our heart's charity's fire 
(Hopkins, The Wreck of the Deutschland) 
In the other above example, a repeated genetic construction is observed. 
Secondly, deviation may also be found structure and surface structure of a 
given sentence. Surface structure refers to the phonological reality and deep 
structure refers to the semantic reality of a sentence. 
Secondly, we may also have deviation in the deep structure and surface 
structure of a given sentence. 
Surface structure refers to the phonological reality and deep structure 
refers to the semantic reality of a sentence. 
In tfie sentence 'Gladstone was revered by his supporters' the logical 
subject (his supporters) in related to the deep structure and the grammatical 
subject (Gladstone) belongs to the surface structure. 
The violation of surface structure is not of much important in poetry as it 
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does into make much difference in the interpretation of the meaning. It is 
generally regarded as incorrect grammatical use. Violation of deep structure 
"can be treated as cases of 'mistaken selection, and the 
interpretation of the deviation consists not in mapping 
the deviant form on to single normal form which it 
most closely resembles, but rather in relating it to a 
whole class of normal forms which would replace it in 
that position." 
Lexical deviation may also be foOund in the deviation of he deep 
structure of a sentence, as the poet goes beyond a certain range of selection and 
makes special choices for himself 
In the deviation of the deep structure of a sentence, which may also be 
called lexical deviation, the poet goes beyond a certain range of selection and 
makes special choices for himself 
In this Leech describes certain 'asynthantic' styles also as grammatical 
deviation. Such styles, according to him, evoke certain psychological states. He 
quotes W.H. Auden's poem - 'The Wanderer' as a example. In this poem 
subject and articles are missing. This fact of missing subject and articles 
according to Leech suggests 
'The exile's loss of a sense of identity and of a 
coordinated view of life." 
Phonological Deviation 
In poetry we also fmd phonological deviations. The following special 
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phonological devices found in English poetry - aphesis, apocope, syncope. 
Aphesis refers to the loss of an initial letter or sound of a world or a phrase." 
For example 'it is for it is'. 
The loss of a medial letter is called syncope e.g. 'O'er' for 'over', and 
loss of a final letter or sound is called apocope 'oft' for 'often'. 
Certain special pronunciations for the sake of rhyme, e.g. the 
pronunciation of the noun 'wound' like the verb 'wound', and the unusual 
placing of stress also come under the category of phonological deviation, e.g. 
'baluster (Tennyson) bastard (Browning), and July (D.G. Rossetti)." 
Graphological Deviation 
In graphological deviation we find irregular spellings which result in the 
strangeness of pronunciation. 
Orthographic deviations fall under this category. In orthographic 
deviation we find - jumbling of words, discarding of pronunciation and 
capitalization and an over use of parentheses, etc. Cumming's poems provide 
an example for this type of deviation. 
Semantic Deviation 
The absurdity of literal expression comes under semantic deviation. The 
apparent oddity of a poetic expression makes it even more significant. 
Wordworth's 'The child is father of the man' draws attention to itself for being 
semantically odd. We are forced to look beyond the literal meaning of such 
words for an interpretation of these words. 
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Dialectal Deviation 
When writers borrow dialectal features i.e., features of local varieties of 
language, it is called the dialectal deviation. Such deviations help to evoke a 
flavour of local life, its sentiments and ways of life. This feature of dialectal 
deviation may be found in Spenser, Hardy's and BCipling. 
Registral Deviation 
In the deviation of register we find borrowing and mixing of different 
registers in poetry. Poets may abandon poetical language and resort to the 
language of some other register and may use features of different registers in 
the same text. 
Historical Deviation 
The following lines fi-om T.S. Eliot's "The Waste Land (III)" are an 
example: 
'The nymphas are departed. 
Departed, have left no addresses." 
Poets are not restricted to the language of their own period. They may 
resort to archaic expressions, i.e. they may use the language of the past. This is 
called the deviation of historical period. Examples may be found in Milton 
'Inspiring' (=breathing in) 'induce' ( = lead in), different types of deviations 
which the teacher of poetry can consider fruitfully in the linguistic approach to 
the interpretation of poetry. 
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Collocation 
The term 'Collocation' is concerned with the description of lexis. 
Collocation has been defined as the 
"tendency of certain items in a language to occur close 
to each other." 
As Turner observes 
"The idea behind collocation is simply that certain 
words tend to crop up in each other's company-fish 
with chips, for example." 
Collocations are not necessarily limited to a single sentence. Their 
occurrence in a text is determined by the sitiiation. They may be fi-equent or 
occur only occasionally according to the requirement of a situation. For 
example, as Turner suggests, the word 'wasp' occurs just three times in 
Forster's A Passage to India, while in Kinglear there is a great frequency of the 
collocation of words connected with animals. Turner observes: 
"the idea behind collocation is simply that certain 
words tend to crop up in each other's company - fish 
with chips" 
A collocational range of he nodal items is formed by a number of its 
collocates. When different nodal items have similar collocations they are said 
to form a 'set'. For example the words industry, finance and 'economy' may 
have overlapping collocation ranges. 
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When collocation is formed by words related to a particular activity it 
becomes a means of uniting the text as a whole. But as poetry is characterized 
by violating as well as following the rules we find the collocation of words 
which are opposite in the sense that they belong to a single but different 
activities. This provides variety to a text. An example of this irregular 
collocation is juxtaposition where opposite words are placed together giving a 
sense of contrast. For example, in Byron's poem 'The Eve of Waterloo'. 
This suggests the contrast between the present condition and what is to 
follow next. Collocation of closely compatible words helps in perceiving the 
subject and setting of a poem. But this close compatibility may produce an 
effect of monotony. It results m lessening curiosity and interest resulting from 
the predictability of the subject. 
Apart from collocation, through juxtaposition of opposite words we may 
find collocation of different words which are not directly opposite to each 
other. For example, 'I was dug up from the ground: I was spun by no 
silkworm'. 
Collocation is a valuable concept in the sense that: 
"it throws Ught on certain aspects of 'Chain' (one thing 
after another) and 'Choice' (one thing rather than 
another) relationships in language not revealed either 
by grammar or traditional lexicography" 
Thus, the concept of collocation is helpful in the study of he language of 
literature, specially the language of poetry. 
45 
"this is because the creative write often achieves some 
of his effects through the interaction between usual 
collocations, and through the creation of new, and 
therefore stylistically significant, collocations" 
FIGURATIVE LANGUAGE 
Figurative language is a means of achieving specific results in poetry. 
Various types of figures of speech are given below. 
1. Simile 
2. Metaphor 
3. Personification 
4. Apostrophe 
5. Hyperbole 
6. Metonoymy 
7. Synecdoche 
8. Oxymoron 
9. Antithesis. 
which are used in literature in the form of language. The main utilitarean 
of these figures of speech provides beauty and effectiveness in literature. 
Simile 
Example: 
Oh, lift me as a wave, a leaf, a cloud! 
I fall upon the thorns of life! I bleed! 
Shelley 
(Ode to the West Wind) 
Thou on whose stream, mid the steep sky's commotion, 
Loose clouds like earth's decaying leaves are shed, 
46 
If we analize careful above lines, we find that 'as', 'like' present visual, 
pictures that play significant role to describe the action of the west wind. 
By using as and like the poem gives in also pleasure and aesthetic 
beauty which enhanced the language of literature. 
Metaphor 
It also gives life and breath to literature in the same way as a song is 
incomplete without music. 
Example: 
Life's but a walking shadow, a poor player 
That struts and frets his hour upon the stage, 
And then is heard no more: it is a tale 
Told by an idot, full of sound and fury, 
Signifying nothing. [Macbeth, V.v] 
Personification 
In literature, an inanimate thing is often presented as an animate thing to 
enhance the beauty of literature. 
Example: 
"Peace hath her victories. 
No less renowned than wai". 
Apostrophe 
In literature hfeless objects an addressed as animate objects. This type of 
language in literature asserts the concept of imagination. 
Example: 
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Oh wild west wind, thou breath of Autumn's being". 
Ode to the West Wind 
Hyperbole 
Some times literature represent things with much greater intensity then 
in reality. It develops stricking effects in comparison to simple statements. 
Example: 
"Here in the small blood still, all the 
perfume of Arabia will not sweeten this little land" 
(Macbeth V. v) 
Metonoymy 
Metonoymy is used in literature substituting the think named for the 
thing meant. It is extremely important supply the powerful fact of meaning. 
Example: 
the sinless years 
That breathed beneath the Syrian blue. 
[In Memorian, Li] 
Synecdoche 
In literature one theme is understood by another supplied by Synecdoche 
which is powerful medium. 
Example: 
When by thy scorn, 0 murd'ress, I am dead, 
And that thou think'st thee free 
From all solicitation from me, 
Then shall my ghost come to thy bed. 
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And thee, feign'd vestal, in worse arms shall see.... 
[Donne, The Apparition] 
Oxymoron 
The language of literature uses opposite words together for cohesive 
purpose. 
Example: 
A tedious brief scene of Young Pyramus, 
And his love Thisbe; very tragical misth. 
[A Midsummer Night's Dream] 
Antithesis 
Presenting a contrast or opposition in meaning, this types of figurative 
language is used for the purpose of heightening the effect of what is said 
before. This feature of literary language is also common in proverb. 
Example: 
Speech is silvery, silence is golden 
Speaker in a poem refers to the voice which describes the events or the 
experience which the poem attempts to convey. It is the speaker who 
experiences the events that occur in the poem and it is through has eyes that we 
see the world created n the poem. 
Figurative language has traditionally been associated with poetry and 
has therefore both considered a fit subject for a literary theory. 'Literary critics 
have been skeptical of the ability of a linguistic theory to 'understand' and 
interpret aspects of poetry decisively. Lmguistic themselves have of ten 
subscribed to this view. It we take the goal hnguistics to be the formaUzation of 
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principles governing the relationship form and meaning; says (Sadock 1980), then 
we have no means to achieve this in case of figurative usage. 
Arguing fi"om a kind of logical positivistic approach. Sodock, looks for a 
clear cut either/or choice between separate meaning of a ambiguous sentence. 
According to him a sentence Uke. 
That's likely story' 
Signifies something on the order of "an unlikely story" (Sadock 1980 p.53). 
But do we take it as an instance of irony or as an idrom? Very many figures 
generally become conventional usage. In the intermediate stage an expression may 
be partly figurative and parthy conventional usage. 
Such aspects of figurative speech lead Saddock to the conclusion that tiiey 
appear in to many cases where it is different to determine 'where meaning leaves off 
and figuration begin. 
If we accept that figurative language Ues outside the domain of hnguistics 
we will be suggesting that a major use of language must be ignored in the study of 
language and its uses. An individual uses about 20 miUion figurative expression in 
his Ufe time an chormous number ignored by any tiieory of language analysis. If the 
phenomenon of figurative usage is so extensive, it is the theory tfiat should be found 
wanting if it cannot cope with it. 
I have tried in this chapter to show how language is used in literature, the 
features or characteristics of Uterature such as deviation, collocation, figurative 
language. Their respective hnguistic markers help the reader in distinguishing 
between the general and specific features which in turn help in arriving at a 
response to a text. 
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CHapter 2 
^pproacfies to the 
Study of Literature 
CHAPTER - TWO 
APPROACHES TO THE STUDY OF LITERATURE 
Although methods of teaching based on pedagogic theories would make 
a literature class interesting, a sound objective like training the students to read 
a literary text on their own with understanding and appreciation can be 
achieved only when texts are taught with the right approach. Critics who have 
given some thought to the 'aimlessness' of literature teaching in India 
recommend that the teacher introduce her/his students to the major schools of 
critical thought and demonstrate the working of these on the same text. In this 
way the teachers will be able to give the students a glimpse of the rich literary, 
approaches and then the student may be left to decide upon the approach they 
would like to follow in their reading. 
Not two individuals can think alike. Similarly, it can be argued that no 
two teachers can teach alike. In other words, each teacher ought to have an 
approach to the teaching of literature if s/he has taken his/her job seriously. 
The literary scene is chaotic with umumerable concepts of life leading to 
equally innumerable concepts of literature. These concepts of literature in turn 
bloom into various approaches to the study of literature. Thus, there are as 
many approaches to the study of literature as there are individuals. Exaggerated 
as this inference may seem some critics even claim that each and every work of 
art has to be approached from a new (suitable) point of view. These totals to as 
many approaches as there are teachers multiplied by texts. Yet another 
observation often made by experienced teachers in the context of the study of a 
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popular author like Shakespeare (and certain religious texts too) that each and 
every reading of (at least some of) his plays has something new to give adds 
another dimension to our complicated literary scene. 
However, for the sake of a study of the approaches to the study of 
English hterature we are forced to identify, name and categorize a variety of 
approaches. 
EXTRINSIC AND INTRINSIC APPROACHES 
Rene Wellek and Austin Warren's Theory of Literature (1963) is a 
landmark in a critical study of approaches. They divide the literary theories into 
two broad conventional categories, namely, the extrinsic and intrinsic 
approaches to the study of literature. Their approach to the problem is useful to 
the present discussion which aims at showing an underlying unity in the variety 
and diversity of approaches to the study of literature. 
THE MORALISTIC APPROACH 
This term is one that includes the attitude towards literature of writers, 
critics and thinkers even as early as Plato and Horace, and as recent as T.S. 
Eliot. This approach claims that the significance of literature lies not in merely 
how something is said but also in what is said; in what is said' being a criticism 
of life; and its effect on the reader. T.S. Eliot declares without mincing words 
in his Religion and Literature that "Literary Criticism should be completed by 
criticism from a definite ethical and theological standpoint. And to him this 
pomt of view is Christian. I am not concerned herewith religious literature but 
with the application of our religion to the criticism of any literature (N.D. 
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Brackets mine). Although many Enghsh writers like Sir Philip Sydney, 
Dr. Johnson and Mathew Arnold are concerned with the moral function of 
literature, the Moralistic Approach acquired a narrow (but definite) meaning 
when Eliot substituted the word Christian for the word moral in the 1930s. 
THE SOCIOLOGICAL APPROACH 
This approach is often included under the Historical approach. However, 
the term Socio-historical approach explains it better. According to this 
approach the relationship between art and the society that produced it must be 
understood if a work of art is to be appreciated. The work of art records the 
writer's response to the societal forces of his/her times. While contemporary 
literature can be understood with contemporary society in mind, literature of 
the past can only be as meaningfiil to us as it was to its first readers in the light 
of a knowledge of the society that produced it. For instance the sociological 
approach attempts to arrive at Shakespeare's concept of man through a study of 
Hamlet. Thus sociological criticism does not believe that the human mind has a 
permanence and universality against time and place. 
THE ARCHETYPAL APPROACH 
This is also called the Tolemic or Mythological or Ritualistic Approach. 
Carl Gustav Jung's famous psychological concept of the collective unconscious 
is the basis for it. 
This collective unconscious is "that civilized man preserves, though 
unconsciously, those pre-historical areas of knowledge which he articulated 
obliquely in myth" (ed. Wilber Scott: 248). A writer is a myth-maker "speaking 
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out of his unconscious a primordial truth" (249). And a writer brings out the 
remembrance of this collective unconscious through archetypes. Leslie Fielder 
defines as "archetype" in 
"Come of beliefs and feelings so widely shared at a 
level beneath unconsciousness that there exists no 
abstract vocabulary for representing it, and so 'sacred' 
that unexamined, irrational restraint inhibit any explicit 
analysis. Such a complex finds a formula or pattern 
story, which serves both to embody it, and, at first at 
least, to conceal its full implications." 
In Leslie fielder there is a modified version of archetypes. While the 
Theory of Jung goes back in time, the just quoted definition of an archetype of 
Fielder is forward directing. 
Thus the Archetypal approach is basically inter-textual analysis. Such an 
approach presupposes timelessness in art and consequently it is non-historical. 
It is psychological by appealing to an audience and sociological as it looks for 
basic cultural patterns. 
RUSSIAN FORMALISM 
This school of critical thought claims to fill a long existing void in 
literary criticism. While other schools of criticism depend upon non-literary 
material for a study of literature this one aims to speak about literature in its 
own terms. It replaced the symbolist School of Criticism in Russia which 
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existed between 1907 and '12. Being a reaction to the contextual approaches to 
literature it took an extremely puristic stand on the opposite side. 
According to Victor Shklovsky, (Art as Techniques". Russian Formalist 
Criticism Four Essays. Ed Paul A. Olson. 1965) art is technique. 
Defamiliarization of the mundane makes it an art. Tolstoy adopted this 
technique often. In the delineation of plot violation of its unity (which makes 
the element of style conspicuous) makes it artistic. Even in the question of 
theme a conscious selection, say Boris Tomashevsky, (Thematics." Russian...) 
makes a work interesting. In execution the artist does not distinguish theme, 
plot and motif. One ought to be represented in other terms, Russian Formalists 
speak of art in terms of defamiliarization and motives thereby not only 
prescribing the limits for analysis but also creation. 
In this school importance is given to the influence of one work on 
another. Boris Eichenbaum in "The Theory of the Formal Method" (Russian...) 
says that a work's form has to be studied in relation to those of other works. 
Leo Trotsky evaluates this school in Literature and Revolution (1957). 
As a study of the techniques of a work of art it is valuable, he says, but as a 
complete system of literary study it is valueless. This method which existed 
between 1910 and '23 was replaced by the Marxian Approach. 
THE FORMALISTIC APPROACH 
This has been (variously) called the Aesthetic, Textual and Ontological 
Approach. Dominant critics and writers like T.S. Eliot, LA. Richards, Cleanth 
Brooks, John Crowe Ransom, Allen Tate, Robert Penn Warren, James Smith, 
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Elder Olson, William Empson and R.S. Crane can be brought under the broad 
group called Formalits. This approach was a reaction to the moral use of 
literature of Victorianism and Neo-Humanism; and above all the traditional 
historical scholarship. It does not recognize even the concept of literary forms 
as they are extraneous to the study of works of art. All works of art are at once 
similar and different in that they are to be viewed alike, that is, in accordance 
with their own laws. 
The interest of the Formalists lies in the (inseparability of the) form 
(meter, image, diction) and contents (tone, theme...). These two inseparable 
constituents of art present a complete picture in the mind of the reader from 
which she/he constructs his/her meaning. The critic being interested only in the 
text, it alone is his/her object of analysis. This approach identifies the artistic 
technique with structure and structure with meaning. 
CHICAGO SCHOOL OF CRITICISM 
In the University of Chicago in the middle of the 1930s "a group of 
critics literary scholars and philosophers" (A Dictionary of Modem Critical 
Terms. Ed. Roger Fowler. 1987:29) came together to derive a literary ontology. 
They were R.S. Crane, Elder Olson, W.R. Keast, Richard Mckeon, Norman 
MacLean and Bernard Weinberg. They set two main tasks before them. The 
first was "a close analysis, historical and synchronic, of criticism itself, to find 
out the kind of thing it was and the kind of thing it was studying; the second 
was an attempt to derive from that analysis a usable coherent poetics" . As 
opposed to the piecemeal analytic approach of the New Critics, Chicago critics 
56 
practice a holistic approach to art with Aristotle's Poetics in mind. At a still 
higher level it is typificatory-concemed with general characteristics of 
seemingly diverse works. The strength of this school lies in its dependence on 
the vast body of existing literature for this poetics. 
THE NEW CRITICAL SCHOOL 
John Crow Ransom, Alan Tate, Robert Penn Warren and Cleanth 
Brooks were the major contributors to a magazine entitled Fugitives during the 
mid 1920s. Since then a critical movement began to rise, which, with the 
publication of understanding poetry (1976) in 1938 by Brooks and Warren ,was 
assured the status of a serious school of critical thought in American schools 
and universities. 
Similar to Formalism this school too believed in the autonomy of art. 
T.S. Eliot voices this idea in his writings often. They went to the extent of 
disregarding the genre of the work too. Further, they emphasized a close 
reading of a work of art. In this context l.A. Richards' experiments in literature 
teaching which influenced this school ought to be critics and the eclectic stand 
of a critic like T.S. Eliot too have to be acknowledged. 
THE READER-RESPONSE APPROACH 
Stanely Fish's "Is there a text in this class?" (1980) helps us tie up the 
loose threads of diverse critical schools in one particular way. Fish is one of the 
successful champions of the Reader response approach to literature. According 
to him the act of interpretation cannot be separated from that of reading. In fact, 
the meaning making process which moves forwards and backwards, making. 
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unmaking and qualifying meaning results in various moods (states of mind) at 
every movement. And this process of meaning making does not lead to an end 
as all processes do but is an end in itself. The reading experience is itself the 
meaning (interpretation). Fish strongly believes and consistently asserts that 
v^hen readers who share a conmion attitude towards literature (how a text is 
written) read a text they finally end up writing texts which are identical and 
describe a common experience. As long as this experience is taken as the 
interpretation there would not be unwarranted differences among critics (but 
these groups are volatile). This process, up to now, is objective for the norms 
adopted (Interpretative strategies) in reading are fostered in the minds of a 
(gradually moving) group and not in a single mind. 
Fish in careful enough not to discuss the best "strategies" an 
interpretative community should have. His interest lies only in its volatile 
nature. Further he does not tell us about an ideal reader. At the most he 
approves the use of his/ her knowledge of history, gemes, linguistics and so on 
if s/he could make an analytic use of them. Thus, while other approaches speak 
about the "strategies" with which a reader ought to approach a text and then the 
way of interpreting/judging it Fish is only interested in the act of reading. All 
strategies of the reader come into play only now and m the interaction between 
"meaningful" units and the strategies that these units call into being an 
experience is bom, which is itself the interpretation. Fish plays the experienced 
skater by avoidmg thm ice when he convincingly leaves the question of the 
qualities of the reader un-discussed. 
58 
RECEPTION THEORY 
The term 'reception' (Rezeption) was introduced to German readers 
even in the early 1970s. And at present this theory is so developed that "No 
area of literary endeavour has been untouched by" it, "indeed traces of this 
method have affected disciplines like sociology and art history as well" (Robert 
C. Holub, Reception Theory A Critical hitroduction. 1984:XI). Wolfagang Iser 
defends and spells out the objective of this theory in The Implied Reader 
(1974) thus: Such a theory of literary effects if it is to carry any weight at all, 
must have its foundation in actual texts, for all to often literary critics tend to 
produce their theories on the basis of an aesthetics that is predominantly 
abstract, derived from and conditioned by philosophy rather than by 
literature... Thus between texts and theories there has arisen a broad stretch of 
no-man's-land, and it should now be the task of literary hermeneutics to map 
the topography of this region" (xi-xii). Although the Reader-Response Theory 
of America too is interested m basing its aesthetic theory on the text and reader, 
the Germans denying any American influence on them try to show that they are 
different. However, when they look at the problem historically they sound 
different as in Hans Robert Jauss and Fehx Vodicka. But when they view it at 
the level of text-reader interaction as in Wolfgang Iser they are very close to 
Fish. This paradoxical situation ought to be kept in mind in the study of this 
theory. 
I will bring out at least three different views of this school. To Vodicka 
much more than the interaction between the text and the reader, certain 
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aesthetic norms which are peculiar to every age form the background against 
which the reader foregrounds the text. And as each reader foregrounds the 
same text against a changing background the text lends itself to an endless 
interpretation. The fundamental difference between Vodicka and Wolfgang Iser 
is that the former though trusts the potential of the text to lend itself to 
responses, argues that the responses themselves come from the reader who is 
placed in a cultural milieu. In specific reception, which is traced to social 
consciousness, is affected by readership, book publishing and distribution, and 
political ideas (F.W. Galan. "Is Reception History a literary theory?" in the 
Structure in tiie Literary Process. 1982). 
Jauss was influenced heavily by Russian Formalism. He believes that 
the artistic character of a work can be determmed by the nature and extent of its 
influence on its audience. According to him 'defamiliarization' is an artistic 
quality (and this is a key term in Russian Formalism). However, his interest is 
in the influence of a work on society. To him it is the work that dictates 
reception. 
Iser draws his ideas from phenomenology of Edmund Husserl (1859-
1938). The latter advocated the study of a phenomenon neither from the point 
of view of objective reality nor objective response. Iser speaks of two poles. 
Literary work 
The Aristic pole the realized aesthetic the aesthetic 
(created by the author object pole (Reader's Realization) 
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"From this polarity it follows that the literary work cannot be completely 
identical with the text, or with the realization of the text, but in fact must lie 
half way between the two. Note how the work is ideal, the text of the author is 
less ideal. The blanks presented by the text of the author are filled in by the 
reader as s/he reads. Thus as a result of text-reader interaction response is bom. 
Although this is not the place to dwell deep into the arguments of each 
of these theorists the above account is sufficient to prove the diversity of this 
school. From this it is clear that like the Reader Response School the Constance 
(reception) School too is multi-faced if not self-contradictory. Whatever be the 
relationship between this and other schools, none can deny that this school has 
attempted to describe the meaning making process with the help of a variety of 
terms. 
STRUCTURALISM 
In An Anatomy of Criticism Northrope Frye being suspicious of the 
objectivity of and the presence of a system in (Formalistic) criticism gives a 
call for a poetics of literature i.e., "a totally intelligible structure of knowledge 
attainable about poetry, which is not poetry itself, or the experience of it, but 
poetics". While Frye feels the necessity for a poetics, Roland Barthes, the 
French critics, in his S/Z (1970) locates the area which can accommodate a 
literary text and provide it its right meaningful environment: "the primary 
evaluation of all texts can come neither from science. ... Our evaluation can be 
linked only to a practice, and this practice is that of writing" (1970:4). Thus, 
out of the suspicion of the objectivity of the study of literature and from an 
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equally strong desire to systematize this field began the search for a poetics for 
literature on the Chomskean model. Taking the lead from Ferdinand de 
Saussure, Levi-Strauss, Roman Jakobson (Pioneer of Russian Formalism), 
Roland Barthes and others began to apply linguistics to literature in the 1960s. 
Since then literature has been viewed as a part of a larger system within which 
alone it gains meaning. This relationship was at once established at the level of 
the smallest unit, namely "word" and the largest, the universe, thereby 
extending the borders of this concept in all possible directions. 
Roland Barthes in his Critical Essays (1972) written piecemeal in the 
1960s comments on the scope of Structuralism; "the approaches which it might 
include are extremely varied, both in their conception of criticism and in their 
use of linguistics." According to Robert Scholes in his Structuralism in 
Literature (1974), Structuralism attempts to work out the structure of the 
discipline literature and use it as a parameter for individual works. This 
structure which discovers sub-structures between words, sentences, individual 
works, genres and literature as a whole, is in fact a part of the larger system of 
human culture. The reason for studying a literary work in terms of its structural 
relationship with lesser and greater elements in that (Structuralists like Roland 
Barthes and Jonathan Culler believe that) meaning does not exist in isolation. It 
exists only witiiin a structiire in relation to otiier elements. Even the simplest 
sequence of events in a plot forms a meaningful stiiicture as each even is a 
careful selection from a variety of options. According to Barthes the message 
of literatiire is tiie fimctioning of tiie codes and conventions of writing and 
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there is nothing like a communication between a reader and a writer (Barthes, 
Critical Essays: xi). (1972) 
Jonathan Culler defines Strucguralist Poetics in his Structuralist Poetics, 
Structuralism, Linguistics and the Study of Literature - a book where 
structuralism was applied to literature for the first time thus: 
"Structuralist Poetics is the science that explains how 
literature gains the potential to accommodate meanings. 
It is not interpretation of meanings. This is a theory of 
literary discourse. It does not concern directly with 
interpretation and less with interpretation of individual 
texts" (1975: 118) 
In lighter moments, wanting to simplify the claims of structuralism that 
it underlines the truth that acquaintance with literature gives one the 
competence to read, he only raises more problems. How to read one's first 
book with experience? Moving fi-om Barthes to Scholes to Culler at least three 
varied points of view can be noticed; structures as gaining meaning in the 
reader's mind, StructuraUsm viewed purely in terms of structures and finally 
Structuralist Poetics as a theory of literary discourse. However, the following 
are a few basic concepts of Structuralism. 
Structuralism which depends upon the co-relation of elements to form 
structures for meanings of works of art bestows an active role on a critic. The 
critic is not a passive agent. Nor is his/her mind a 'tabula rasa' (a clean state). 
S/he goes to a text with more than linguistic competence. S/he knows the 
63 
literary conventions to be followed in reading. The series of elements (like 
genre, theme, plot, events, sentences and words) are selected and structured. 
And now his/her active role begins with the help of his/her inbuilt literary 
conventions. As competence is gained through experience a structurlist reading 
is always comparative. 
DECONSTRUCTION 
Jacques Derrida, a French philosopher, struck a fatal blow to traditional 
Western thought in the late 1960s when he called all readings misreadings (see 
on De-Construction, Jonathan Culer). 
Derrida's philosophy takes its birth m the traditional misconception 
about language and communication of the West. When something is written it 
loses qualities which communication has and this difference is essential to 
literature. The West always mistook, argues Derrida, writing to be the record of 
speech. Derrida who calls the finality of reading a myth in his preface to Of 
Gramatology also says that far fi-om illustrating a new method of reading a text 
he is interested in highlighting the problems of critical reading. 
Jonathan Culler explains this point more clearly in his Structuralist 
Poetics, Structuralism, Linguistics and the Study of literature. To put one's 
trust in the text and then interpret it so as to arrive at an acceptable 
interpretation is only to fall a victim to logocentric or theological fiction. Thus, 
the act of interpretation itself is the end and not the interpretation arrived at. A 
literary text which so deconstructs itself reveals an important quality of 
language, i.e., no sign-meaning relationship can exist. And a text is 
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deconstructed the moment we reveal the unlimited interpretations it lends itself 
to. 
In his preface to Of Grammatology Jacques Derrida argues that "reading 
should free itself, at least in its axis, from the classical category of history - not 
only from the categories of the history of ideas and the history of literature but 
also, and perhaps above all, from the categories of the history of philosophy" 
(1974: LXXXIX). 
Derrida says about interpretation that it is not a matter of recovering 
some meaning which is behind the work and serves as a center governing its 
structure, "it is rather an attempt to participate in and observe the play of 
possible meanings to which the text gives access." We find this idea expressed 
in slightly different and concrete terms by Barbara Johnson in her essay 
''Teaching DecomtructJvely", who writes 
"the poem is not abut something separate from the 
activity required to decipher it. Simplification, doubt, 
distance, and desire- all are acted out by the reading 
process as well as stated in the poem.... One's struggle 
with ambiguity and obscurity ceases to be obstacles to 
reading. They become the very experience of reading. 
Meaning is not something 'Out there' or 'in there', to be 
run after or dug up. It inhabit the very activity of tiie 
search" (1985: 145). 
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NEW HISTORICISM 
The latest critical theory seems to be New Historicism. As the very 
name suggests this is a modification of the historical approach so widely 
accepted prior to the advent of Russian Formalism (1910s) and New Criticism 
(1920s). 
"New Historicism has an openness to the theoretical 
ferment of the last few years which the positivist 
historical scholarship of the early 20* century did not 
have" 
(The New Historicism ed. H. Aram Veser, 1989; XXII). Veser introduces this 
school in different terms too: 
"New Historicism is as much a reaction against 
Marxism as a continuation of it" (XI). 
In this volume explaining the scope of this new approach the editor says: 
"Far from a single projectile hurled against Western 
Civilization, New Historicism has a portmanteau 
quality. It brackets togetiier literature, ethnography, 
anthropology, art history, and other disciplines and 
sciences, hard and soft. It scrutinizes the barbaric acts 
that sometimes underwrites high cultural purposes and 
asks that we not blink away our complicity. At the 
same time, it encourages us to admire the sheer 
intricacy and unaboidability of exchanges between 
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culture and power. Its politics, its novelty, its 
historicality, its relationship to other prevailing 
ideologies all remain open questions (XI) 
The publication of this volume being the first attempt to gauge the scope 
of this approach we will have to wait for a few more years before we can apply 
it to interpret a literary text. 
RELATIONSHIP BETWEEN SIGNIFIER AND SIGNIFIED 
In semiotic, a sign is generally defined as, 
" something that stands for something else, 
to someone in some capacity." (Marcel Danesi and 
Paul Perron, "Analyzing Cultures"). 
Signs are not just words, but also include images, gestures, scents, 
tastes, textures, sounds - essentially all of he ways in which information can be 
processed into a codified form and communicated as a message by any sentiet, 
reasoning mind to another. The two dominant model of what constitutes a sign 
are those of the linguist Ferdinand de Saussure and the philosopher Charles 
Sanders Peirrce. Saussure offered a 'dyadic' or two-pat model of the sign. He 
defined a sign as being composed of: 
• A 'signifier' (significant) - the form which the sign takes; and 
• The 'signified' (signifie) - the concept it represents. 
Thus, a sign must have both a signifier and a signified. You cannot have 
a totally meaningless signifier or a completely formless signified (Saussure 
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1983, 101: Saussure 1974, 102 - 103). A sign is a recognizable combination of 
a signifier with a particular signified. 
Saussure was focusing on the linguistic sign (such as a word) and he 
'phonocentrically' privileged the spoken word, referring specifically to the 
image acoustique ('soimd-image' or 'sound pattern'), seeing writing as a 
separate, secondary, dependent but comparable sign system (Saussure 1983, 
15. 24-25, 117: Saussure 1974. 75. 16, 23-24, 119). Within the ('separate') 
system of written signs, a signifier such as the written letter 't' signified a 
sound in the primary sign system of language (and thus a written word would 
also signify a sound rather than a concept). Thus, (for Saussure). writing relates 
to speech as signifier to signified. Most subsequent theorists who have adopted 
Saussure's model are content to refer to the form of linguistic signs as either 
spoken or written. 
Thus, for Saussure the linguistic sign is wholly immaterial -
although he disliked referring to it as 'abstract' (Saussure 1983, 15; Saussure 
1974, 15). The immateriality of the Saussurean sign is a feature which tends to be 
neglected in many popular commentaries. If the notion seems strange, we need 
to remind ourselves that words have no value in themselves - that is their 
value. Saussure noted that it is not the metal in a coin that fixes its value 
(Saussure 1983. 117: Saussure 1974. 118). Several reasons could be offered 
for this. For instance, if linguistic signs drew attention to their materiality 
this would hinder their communicative transparency (Langer 1951, 73). 
Furthermore, being immaterial, language is an extraordinarily economical 
medium and words are always ready-to-hand. Nevertheless, a principled 
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argument can be made for the revaluation of the materiality of the sign, as we 
shall see in due course. 
As for the signified, most commentators who adopt Saussure's model 
still treat this as a mental construct, although they often note that it may 
nevertheless refer indirectly to things in the world. Saussure's original 
model of the sign 'brackets the referent: excluding reference to objects 
existing in the world. His signified is not to he identified directly with a 
referent but is a concept in the mind - not a thing but the notion of a thing. 
Some people may wonder why Saussure's model of the sign refers only to a 
concept and not to a tiling. An observation from the philosopher Susanne 
Langer (who was not referring to Saussure's theories) may be useful here. 
Note that like most contemporary commentators, Langer uses the term 
'symbol' to refer to the linguistic sign (a term which Saussure himself 
avoided): 'Symbols are not proxy for their objects but are vehicles for the 
conception of objects... In talking about things we have conceptions of them, 
not the things themselves: and it is the conceptions, not the things, that 
symbols directly mean. Behaviour towards conceptions is what words 
normally evoke: this is the typical process of thinking'. She adds that If 1 
say "Napoleon", you do not bow to the conqueror of Europe as though 1 
had introduced him, but merely think of him' {Langer 1951, 61). 
We seem as a species to be driven by a desire to make meanings: 
above all. we are surely Homo significans - meaning-makers. Distinctively, 
we make meanings through our creation and interpretation of 'signs'. 
Indeed, according to Peirce. 'we think only in signs' (Peirce 1931-58. 
69 
2.302). Signs take the form of words, images, sounds, odours, flavours, acts 
or objects, but such things have no intrinsic meaning and become signs 
only when we invest them with meaning. 'Nothing is a sign unless it is 
interpreted as a sign', declares Peirce (Peirce 1931-58, 2.172). Anything 
can be a sign as long as someone interprets it as 'signifying' something -
referring to or standing for something other than itself, We interpret 
things as signs largely unconsciously by relating them to familiar 
systems of conventions. It is this meaningful use of signs which is at the 
heart of the concerns of semiotics. 
Saussure argued that signs only make sense as pan of a formal, 
generalized and abstract system. His conception of meaning was purely 
structural and relational rather than referential: primacy is given to 
relationships rather than to things (the meaning of signs was seen as lying in 
their systematic relation to each other rather than deriving from any inherent 
features of signifiers or any reference to material things). Saussure did not 
define signs in terms of some 'essential' or intrinsic nature. For Saussure. 
signs refer primarily to each other. Within the language system, 'everything 
depends on relations' (Saussure 1983. 121; Saussure 1974. 122). No sign makes 
sense on its own but only in relation to other signs. Roth signifier and signified 
are purely relational entities (Saussure 1983, 118: Saussure 1974. 120). This 
notion can be hard to understand since we may feel that an individual word 
such as 'tree' docs have some meaning for us, but its meaning depends on its 
context in relation to the other words with which it is used. Together with 
the 'vertical' alignment of signifier and signified within each individual sign 
(suggesting two structural 'levels'), the emphasis on the relationship between 
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signs defines what arc in effect two planes -that of the signifier and the 
signifier. What Saussure refers to as the Value' of a sign depends on its 
relations with other signs within the system - a sign has no 'absolute' value 
independent of this context (Saussure 1983, 80: Saussure 1974, 80). Saussure 
uses an analogy with the game of chess, noting that the value of each piece 
depends on its position on the chessboard (Saussure 1983. 88; Saussure 1974. 
88). The sign is snore than the sum of its parts. Whilst signification - what is 
signified - clearly depends on the relationship between the two parts of the 
sign, the value of a sign is determined by the relationships between the sign and 
other signs within the system as a whole (Saussure 1983, 112-113; Saussure 
1974. 114). 
To think of a sign as nothing more would be to isolate it from the system 
to which it belongs. It would be to suppose that a start could be made with 
individual signs, and a system constructed by putting them together. On the 
contrary, the system as a united whole is the starting point, from which it 
becomes possible, by a process of analysis, to identify its constituent elements. 
(Saussure 1983. 112; Saussure 1974, 
As an example of the distinction between signification and value, 
Saussure notes that 'The French word mouton ma}' have the same meaning as 
the English word sheep; but it does not have the same value. There are various 
reasons for tins, but in particular the fact that the English word for the meat of 
this animal, as prepared and served for a meal, is not sheep but mutton. The 
difference in value between sheep and mutton hinges on the fact that in English 
71 
there is also another word mutton for the meat, whereas mouton in French 
covers both' (Saussure 1983, 114; Saussure 1974. 115-116). 
Saussurc's relational conception of meaning was specifically differential: 
he emphasized the differences between signs. Language for him was a 
system of functional differences and oppositions. 'In a language, as in every 
other semtoiogical system, what distinguishes a sign is what constitutes it 
(Saussure 1983. 119: Saussure 1974. 121). As John Sturrock points out, 'a one-
term language is an impossibility because its single term could be applied in 
everything and differentiate nothing: it requires at least one other term to give 
it definition' (Sturrock 1979. 10). Saussure's concept of the relational identity 
of signs is at the heart of structuralist theory. Structuralist analysis focuses on 
the structural relations which are fimctional in the signifying system at a 
particular moment in history. 'Relations are important for what they can 
explain: meaningful contrasts and permitted or forbidden combinations' 
(Culler 1975, 14). 
Saussure emphasized in particular negative, oppositional differences 
between signs, and the key relationships in structuralist analysis are binary 
oppositions (such as nature/culture, life/death). Saussure argued that 'concepts 
are defined not positively, in terms of their content, but negatively by contrast 
with other items in the same system. What characterizes each most exactly is 
being whatever the others are not' (Saysser 1983, 115; Saussrue 1974, 117). 
Although the signifier is treated by its users as 'standing for' the signified. 
Saussurean semioticians emphasize that there is no necessary, intrinsic, direct or 
inevitable relationship between the signifier and the signified. Saussure stressed 
the arbitrariness of the sign (Saussure 1983. 67. 78; Saussure 1974.67. 78). 
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The historical evidence docs indicate a tendency of linguistic signs to 
evolve from indexical and iconic forms towards symbolic forms. Alphabets 
were not initially based on the substitution of conventional symbols for 
sounds. Marcel Danesi notes that 'archaeological research suggests... that the 
origins of alphabetical writing lie in symbols previously made out of elemental 
shapes that were used as image-making objects - much like the moulds that 
figiuine and coin-makers use today. Only later did they take on more abstract 
qualities' (Danesi 1999. 35; see Schmandt-Besserat 1978). Some of the letters 
in the Greek and Latin alphabets, of course, derive from iconic signs in 
Egyptian hieroglyphs. The early scripts of the Mediterranean civilizations 
used pictographs, ideographs and hieroglyphs. Many of these were iconic 
signs resembling the objects and actions to which they referred either 
directiy or metaphorically. Over time, picture writing became more symbolic 
and less iconic (Gelb 1963). This shift from the iconic to the symboHc may 
have been 'dictated by the economy of using a chisel or a reed brush (Cherry 
1966. 33): in general, symbols are seraiotically more flexible and efficient 
(Lyons 1977, 103). The anthropologist Claude Levi-Strauss identified a 
similar general movement from motivation to arbitrariness within the 
conceptual schemes employed by particular cultures (Levi-Strauss, 1974. 
p. 156). 
Taking a historical perspective is one reason for the insistence of 
some theorists that 'signs are never arbitrary (Kress & Van Leeuwen 1996, 
7). Gunther Kress, for instance, emphasizes the motivation of the sign users 
rather than of the sign (see also Hodge & Kress 1988. 21-2). Rosalind 
Coward and John Ellis insist that 'every identity between signifier and 
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signified is the result of productivity and a work of limiting that 
productivity' (Coward & Ellis 1977, p. 7). 
This was not only the attitude of the linguist Saussure, but also of 
the philosopher Peirce: 'The word "man"... does not consist of three films 
of ink. If the word "man" occurs hundreds of times in a book of which 
myriads of copies are printed, all those milUons of triplets of patches of ink 
are embodiments of one and the same word... each of those embodiments a 
rephca of the symbol. This shows that the word is not a thing' (Peirce 1931-
58. 4.447). Peiree did refer to the materiality of the sign: 'since a sign is not 
identical with the thing signified, but differs from the latter in some respects, 
it must plainly have some characters which belong to it in itself.. These I 
call the material qualities of the sign'. He granted that materiality is a 
property of the sign which is 'of great importance in the theory of cognition. 
Materiality had 'nothing to do with its representative function' and it did 
not feature in his classificatory schemes. However, he alludes briefly to 
the signifying potential of materiality: 'if it take all the things which have 
certain qualities and physically connect them with another series of things, 
each to each, they become fit to be signs'. For instance, if the colour of a 
red flower matters to someone then redness is a sign (ibid .. 5.287). 
While Saussure chose to ignore the materiality of the linguistic sign, 
most subsequent theorists who have adopted his model have chosen to 
reclaim the materiality of the sign (or more strictly of the signifier). 
Semioticians must take seriously any factors to which sign-users ascribe 
significance, and the material form of a sign does sometimes make a 
difference. Contemporary theorists tend to acknowledge that the material 
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form of the sign may generate connotations of its own. As early as 1929 
Valentin Voloshino published Marxism and the Philosophy of Language 
which included a materiaUst critique of Saussure's psychological and 
implicitly idealist model of the sign. Voloshinov described Saussure's ideas 
as 'the most striking expression' of 'abstract objectivism' (Voloshinov 1973, 
58). He insisted that 'a sign is a phenomenon of the external world' and that 
'signs are particular, material things'. Every sign 'has some kind of 
material embodiment, whether in sound, physical mass, colour, movements 
of the body, or the like' (ibid ., 10 - 11; cf28). For Voloshinov, all signs, 
including language, have 'concrete material reality' (ibid., 65) and the 
physical properties of the sign matter. 
Poststructuralist theorists have sought to revalorize the signifier. The 
phonocentrism which was alUed with Saussure's suppression of the materiality 
of the linguistic sign was challenged in 1967, when the French poststructuralist 
Jacques Derrida, in his book of Grammatology, attacked the privileging of 
speech over writing which is found in Saussure (as well as in the work of many 
other previous and subsequent linguists) Derrida 1976). From Plato to Levi-
Strauss, the spoken word had held a privileged position 9in the Western 
worldview, being regarded as intimately involved in our sense of self and 
constituting a sign of t4rutii and authenticity. Speech had become so thoroughly 
naturalized that 'not only do the signifier and tiie signified seem to unite, hut 
also, in this confusion, the signifier seems to erase itself or to become 
tiansparent' (Derrida 1981, 22). Writing had traditionally been relocated to 
a secondary position. The deconstructive enterprise marked 'the return of the 
repressed' (Derrida 1978. 197). In seeking to establish 'Grammatology' or the 
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study of textuality, Derrida championed the primacy of the material word. He 
noted that the specificity of words is itself a material dimension. 'The 
materiality of a word cannot be translated or carried over into another 
language. Materiality is precisely that which translation relinquishes' - this 
English translation presumably illustrating some such loss (ibid., 210). 
Roland Barthes also sought lo revalorize the role of the signifier in the act of 
writing. He argued that in 'classic' literary writing, the writer 'is always 
supposed to go from signified to signifier, from content to form, from idea to 
text, from passion to expression' (Barthes 1974. 174). However, this was 
directly opposite to the way in which Barthes characterized the act of 
writing. 
CONCLUSION 
The major differences between the extrinsic and intrinsic groups seem to 
be on two points. The literature men do not appear to feel the need for 
"knowledge" about the literary piece. "Knowledge" about an author is essentiial 
form the teacher's point of view, if one is to have full experience of his works. 
This teacher-mediation is neglected by the former group. 
The second difference lies in the fact that while the men of literature 
seem to be content with evaluation on the learner's part, the teachers want 
"production" from him. On other main points, excepting for the terminology, 
the two groups seem to agree, though the teachers are understandably more 
precise about their objectives than the others are. 
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chapter 3 
StyCistics: T^fie 
Linguistic Study of 
Literature 
CHAPTER -THREE 
STYLISTICS: THE LINGUISTIC STUDY OF LITERATURE 
INTRODUCTION 
In teaching literature the role of the teacher is not to make the 
students accept predetermined judgments on certain authors and their 
works without analyzing the text themselves. The students should not be 
taught to think and feel about certain writer and their works in a certain 
way, rather they should be encouraged to become sensitive readers and be 
able to think and feel for themselves. They should be able to judge 
reasonably for themselves with the help of the textual facts. Alex Rodger 
(1969) rightly observes in his paper on "Linguistics and the Teaching of 
Literature" that. 
Our primary duty is not so much the teaching of 
knowledge about literature as the imparting of 
skill in the recognition and comprehension of 
literary modes of meanings... Literary history 
has its value and its uses, but its massive 
critical and evaluative generalizations are 
justifiable for otherwise) only in terms of 
individual text 
The basic activity of the hnguistic study of literature is to achieve this 
objective by a self-conscious linguistic reading and interpretation of texts. 
Every thing else is subordinated to the: primary fact that is the text itself 
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One may gain some knowledge about the history or culture of the past 
through literature. But when one reads literature solely for this purpose, one is 
no longer the student of literature but one takes up the role of a social or 
cultural historian. With regard to the work, it itself ceases to have literary value 
for the readers and will merely be instrumental in throwing light on certain 
extrinsic facts. The teacher's concern should not only be the private activity of 
reading but also some more general activity that is criticism. The teacher 
should be able to relate our subjective impression to the objective text the 
meaning and value of a text is to some extent universal. Though every 
individual reader has a particular response to a particular text, some degree of 
unanimity of response is always possible. Reading and enjoyment of Hterature 
is not totally subjective. 
A text may be valuable for us for some personal reasons. For example, it 
may depict our post or it may give utterance to our future plans and ambitions. 
But the literary value of the text will not be acceptable to others on those 
grounds. There must, therefore, be a value that can commonly be agreed upon. 
As teachers and as critics also, we must find some objective evidence 
as the basis for our subjective evaluation of a poem. We must look for 
meaning. 
"which reconciles the greatest number of 
subjective responses" with the grea tes t 
possible number of demonstrable textual data" 
Here subjective response is subordinated to objective text and works within 
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"the limits set by the normal communicative 
function of language itself 
All literature is composed of language: 
"Every literary form is no more and no less than 
a language act a combination of synthetic units. 
There can, conceivably be language without 
literature there can be no literature without 
language" 
Literary writers modify and arrange the very language we use in 
daily life in peculiar ways. The language used by a literary writer may 
deviate from the normal communicative resources of language but the 
meaning of the text depends upon the norms of that particular language. 
The facts we find in literary texts are therefore, linguistic in nature. 
Every thing else we may find in it is secondary. We can conclude that the 
study of literature and particularly of poetry, 
"is an attempt to register exhaustively the 
semantic elements or signal-structure of which 
that poem is made and through which alone it 
reaches our consciousness." 
In literature what we have is language and not concrete situations. It is 
from its use in the text that we make inferences about the implied context of 
situation, actions, characters, settings, etc. As Alex Rodger (1969) rightly 
says, we are able to -
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"Arrive at a valid interpretation of it only when we 
have achieved a high degree of reconciliation 
between the two i.e. between our sense of worldly 
or situational probability and the linguistic facts of 
the text as a whole" 
So not the intuitive only but also an explicit knowledge of language 
is necessary. Linguistics is a systematic body of knowledge about 
language which describes language in terms of three subsystems -
phonological, grammatical and lexical. 
In phonology, linguistics tells us what the basic sounds in English 
are and how they are articulated. As the standard alphabet of English does 
not adequately describe the pronunciation of words and utterances, 
linguists, or philologists have evolved a special set of transcriptional 
alphabet. This transcriptional or phonetic alphabet removes the 
discrepancy between spelling and pronunciation. 
The knowledge, provided by phonology is usefiil in several ways. First, 
it gives an adequate alphabet lo discuss different dialects, diachronic changes 
(in speech and spelling), and relationship between pronunciation and spelling. 
As for the relevance of this knowledge to the study of literature, we may say 
that that phonetic transcript ion provides us with such concepts assonance, 
consonance and rhyme which may be used in reading poems and especially 
when sounds does not match the spelling. The stress and pitch system of 
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phonetic transcription helps us perceive, the specific information of the poem 
which may be significant in producing certain effects. 
Linguistics describes grammar in terms of its social usage. It does not 
merely give us the rules of construction to be followed strictly. It also describes 
the functions of these constructions. It tells us that if some one used an unusual 
linguistic feature it does not mean that he his using the language incorrectly. 
We are told that this uncommon use may be intended to produce certain 
specific effects. This brings in die concept of deviation and foregrounding 
which are significant in understanding and evaluating a poem. 
Linguistics also describes the vocabulary or lexis of a language. The 
nature of words and the rules of word-formation are described under this 
heading. This information is relevant to the study of literature as we can 
perceive if there is any digression from the convention. If we find archaic 
words or neologisms in a poem we obviously pay more attention to them to 
find their significance. Linguistics is then as Bernard Block & G.I. Turner 
(1973) point out: 
"an orderly description of the way people in a given 
society talk, of the sounds that people utter in 
various situations, and of the acts which accompany 
0 follow the sound". 
This way, by describing both form and fimction of language linguistics 
leads to a better understanding of literature. 
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Stylistics 
If style is the art of expression, stylistics is the science of style; stylistics 
is the science of style. Stylistics is of comparatively recent development and 
"did not become established in its modem form until 
the early years of the present century". 
Stylistics in recent times has made tremendous progress from the early 
years of the present century. Stylistics in recent times has made tremendous 
progress from the earlier study of rhetoric. Since then different schools of 
thoughts in stylistics have emerged, though many do not grant stylistics the 
status of an autonomous discipline. The word "stylistics" is used as a kind of 
blanket term to cover a wide variety of studies of style, ranging from an 
extremely rigorous linguistic analysis of language at all levels, to a more or less 
impressionistic study based upon very little linguistic data. The rise of stylistics 
as an academic discipline is basically a twentieth century phenomenon. But the 
concept of style is very old and goes back to the beginnings of literary thought 
in Europe. 
The ancient concept of style was connected more with rhetoric than 
poetics; and it was generally discussed as part of oratory. Rhetoric, in those 
days, was by and large prescriptive, which means that there were rules, which 
prescribed the type of syntax, vocabulary and figures of speech to be used on 
particular occasions. Graham Hough (—?) states that 
"the ancient rhetoric can be divided into three 
types: viz., ceremonial, political and forensic 
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oratory, which suit and appropriate a diverse 
repertory of devices". 
Despite being in usage in Germany since IP''' century, no critic has 
defined the origin and growth of the term 'stylistics'. Oxford Enghsh 
Dictionary cites that in English the noun 'stylistics' is found as early as in 1846 
and is defmed as "the art of forming good style in writing" and as the 
"science of literary style". 
From the beginning stylistics has branched off in tow directions -
"one branch of stylistics being associated with 
linguistics and the other with literary criticism, 
history and so on. While linguists regard stylistics 
as a handicapped child of linguistics, literary critics 
are often bitterly skeptical about its viability". 
For example, who argues that 'Linguistics. Stylistics and other collateral 
disciplines, albeit superlatively and Mghteningly sophisticated, cannot quite 
pluck the heart of the mystery of literary creation and appreciation". As a 
counter to this kind of critical dogmatism, a healthy pluralistic stance may be 
advanced. Pluralism is a view of philosophy that 
"holds the possibility of a plurality of formulation of 
truth and philosophic procedures - short, of a 
plurality of valid philosophies". 
On the strength of this view, Elder Olson acknowledges the plurality of 
"valid and true kinds of criticism" and observes that "if plurality of valid and 
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true kinds of criticism is possible, choice must still be exercised. It is 
impossible to employ all methods simultaneously and selection of method is by 
no means a matter of indifference. Choice is determined by the questions one 
wishes to ask and the form of answer one requires and by the relative adequacy 
of given systems. The discovery of properties peculiar to a given kind of 
poetry, by extension to any piece of literature demands in differential 
method Therefore, it will be imprudent to question the legitimacy of a 
stylistic approach to literature. 
In the following section we shall outline the orientation of various 
theories of style in general and indicate their bearing upon stylistics, present a 
sketch of various sub-sects of stylistics referring to the linguistic and 
psychological affiliations of each, and state the aims, scope and limitations of 
stylistics, by way of pointing to the need for an "eclectic" model to handle 
fiction. 
Theories of Style 
Most theories of style, ancient or modem, fall into three broad 
classifications: 
(i) Textual theories 
(ii) Psychologically- oriented theories 
(iii) Organic theories 
Textual theories 
Textual theories so called for want of a better term focus exclusively on the 
"material cause" of literature, that is, language. They are based on the 
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''dualistic" assumption that language is a "dress ofthoughf and for that reason 
form and content are separable. In other words, style is constructing by and 
large as a matter of ''fee wilP\ Textual theories can be either "pragmatic'' or 
"objective". 
Pragmatic theory rests on the premise that "style is persuasion", which 
in turn rests on form content dichotomy. Classical works of "Rhetoric" and 
"Poetics" stem from this premise. These works offer ready-made formulas of 
Rhetoric and set norms of literature, which are, as M. H. Abrams presumes, 
"derived from the qualities of works whose success 
and long survival have proved their adaptation to 
human nature, or else being grounded directly on the 
psychological laws governing the response of men 
in general." 
Thus pragmatic theories constituted what we might call "normative 
stylistics". Swifts definition of style as "proper words in proper places" 
belongs here. 
Objective theories fix on the "material cause" but their approach to style 
is analytical. Literature is regarded primarily as "a verbal artifact", "a 
heterocosm" and is sought to he analysed in objective terms, ignoring 
considerations of author period or other extra textual evidence. In this way they 
make for formahstic, antihistorist approach to literature and they are all of 
recent origin. Practical Criticism, New Criticism and (most sub-sects of) 
stylistics are some of the theories that come under this category. But stylistics 
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differs from Practical Criticism and New Criticism not only in apparatus but 
also in scope. Stylistics as originally conceived is concerned with the study of 
stylistic stimuh as signified by features of lexis, grammar and phonology, the 
end being description of style. Practical Criticism on the other hand, focuses on 
meaning as signified by sense, tone, feeling, intention etc., the approach being 
lexico-semantic and the end interpretation of literature. Again, New Criticism 
focuses on verbal nuances such as Ambiguity, Paradox and Irony, the end 
being evaluation of literary works. 
There are two prominent views of style promoted by stylistic, critics. 
One view is that '^Style is choice" which means selection and ordering of 
language at various levels, lexical, syntactic and phonological. The other view 
is that ''style is deviance" which means aesthetically purposefiil distortion of 
language resulting in ''foregrounding'. Foregrounding, indeed is an attention 
calling device signified by repetition, emphasis, imexpected lexical collocation, 
syntactic inversion etc. 
The task, then, of stylistics appear to be to 
"set-up inventories and describe stylistic stimuli 
with the aid of linguistic concepts. Enkvist however 
has widened the scope of stylistics by defining style 
as t aggregate of contextual probabilities of its 
linguistic items" 
and adding that 
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"context includes textual as well as extra textural 
context such as period gener, dialect and 
interpersonal relationship". 
Reference this is clearly a departure from the anti-historicist position. 
Psychologically Oriented Theories 
Psychologically oriented theories of style are base on he assumption that 
certain habits of language can be associated with certain character traits. Thus 
the "material cause" is regarded as a means to find out the working of "efficient 
cause" which is the author's psyche. From this assumption stem Buffon's 
defmition that ''style is the man" and Leibnitz observation, quoted by Jacobs 
and Rosenbaum (1971:140) that 
"languages are the best mirror of the human mind". 
To the same premise can be traced back M.H. Abram's (1961:94) 
defmition of style as 
"a characteristic manner of expression in prose or verse" 
The latest along these lines, perhaps, is Ohmann's definition that 
"style is epistemic choice", "way of sorting out the 
phenomena of experience", 
a choice suggestive of and determined by habitual patterns of thought 
and feeling. A view of style as such border on "'determinism". The task of 
linguistic then, appears to be to trace the habitual patterns of thought and 
feeling signified by the language of literature. 
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Organic Theory 
Organic theories claim that intuition is expression and thus equate 
"'efficient cause" with ''material cause". Their premise is that literature is an 
"'organic whole" and therefore form and content are inseparable. From this 
"monistic" premise issue Romantic postulates that the image conveys thought 
and emotion imaginatively, that metaphor is a result of a process of the mind, 
"flf mode of apprehending reality" and the like. The consequence is that 
literature is put beyond the scope of any stylistic investigation. 
Linguistics and Stylistics 
Stylistics rooted in linguistic is essentially classificatory; 
"it's orientation is positivistic and its ultimate aim is 
to create a science of style, or a repertory of all the 
stylistic elements of the language. Literary language 
of literature is studied, it is analyzed which together 
constitute a language". 
If the language of literature is studied, it is analyzed as any other piece 
of language. The approach is extremely rigorous, impressionism is rejected, an 
exhaustive analysis of the language of the text is made at all levels and 
statements are supported by voluminous statistical data. Purely descriptive, it is 
not concerned with relating linguistic facts to aesthetic response. 
At the other extreme is the German Stillforechng, which looks upon 
literature as an art and is interested in studying the language of individual 
works in order to discover the underlying unifying principle. Speculative and 
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intuitive, it advocates no rigid methodology. There is no classification of 
linguistic elements, and the observation of these features is sometimes a spring-
board for the understanding of the author's psyche and the age in which the 
work was written. Yet it is clearly stylistics, for the conclusions take into 
account linguistic evidence. The principal representative of this school is Leo 
Spitzaer. 
When this is done, Graham Hough feels, 
"there is no limit beyond which the student of style 
is forbidden to go." And that literally stylistics may 
broaden out from pure linguistic description to 
include ahnost anything found in general criticism". 
This statement of Graham Hough seems to be rather extravagant for 
stylistics, based as it is on linguistics which is a limited discipline. Linguistics 
is useful in rooting general criticism down to the linguistic fact and in 
providing a greater awareness of the way language functions. It is nevertheless 
severely limited in so far as linguistics at least in its present state of 
development caimot capture several elements vital to the understanding and 
appreciation of a work of art. But it is useful as it contributes "new facts, new 
ways of looking at facts, and new kinds of theoretical commitments to the craft 
of studying, explaining and evaluating literary art. Viewed in this way - as a 
contributing but not a controlling body of theory - linguistics give literary 
criticism a theoretical underpuming, which is necessary. 
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Distinction between stylistic features and irrelevant language 
feature 
Besides determining the kind of stylistics most useful for his purpose 
and the amount of linguistics it would involve, the literary critic has to decide 
what linguistic features it would be profitable to analyse. I order to do this a 
distinction must first be made between stylistic features and language features. 
The views of M. Riffaterre and H. Babb would be helpful in this cormection. 
Riffaterre in his "'Criteria for Style Analysis", states, 
"it is necessary to gather first of all those elements 
which present stylistic features and secondly to 
subject to linguistic analysis only those to the 
exclusion of all others (which are stylistically 
irrelevant). Then and only then will the confiision 
between style and language be avoided." 
He goes on to say, 
"As soon as elements fi^om a literary language are 
used by an author for a definite period they become 
units of his style: and it is this particular realization 
of their value which is relevant, not their potential 
value in a standard system." 
Howard Babb holds similar views about unmotivated counting 
"the results to date are disappointing for anyone 
interested in reasonably inclusive characterization of 
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an artist's style. For many of the features identified 
by computers are typical of he given language itself 
rather than peculiar to the writer in question. And 
other features isolated as distinctive of an 
individual's style may often lie below the reader's 
threshold of perception although they are 
discoverable by computers working with large 
amounts of data, they seem not to have definable 
effects upon the reader as he encounters the writer's 
words. While data of this sort may serve as valuable 
evidence in determining the author of an 
unacknowledged text, they are less and less helpful 
if one is attempting to describe the salient qualities 
of a writer's style." 
The decision therefore, regarding what linguistic elements to investigate 
and to what depth of discovery, is intuitive and subjective in the sense in which 
all valid literary judgments may be termed 'intuitive' and subjective. 
Linguistics stylistics streams off into structuralist stylistics and 
transformational stylistics based on linguistic affiliations. 
Structuralist Stylistics 
Ferdinand de Saussure (1857 - 1913), the most influential structurahst 
bought about a tremendous awakening in linguistic sciences in his study of 
languages. His theory was that language is an abstraction and it is manifested 
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only in speech. There are three main schools of structuralist linguistics each 
with its own brand of stylistics. The Bloomfieldinas of America, the Neo-
Frirthians of Britain and the Prague School of linguistics. All three re rooted in 
empiricism and behaviorism. 
Bloomfieldian stylistics critics share the view that style is choice. But 
they confine themselves to the study of the difference between synonymous 
sentences. They would not compromise their position with regard to meaning. 
Consequently their analyses tend to be aridly mechanical. 
Neo-Firthians Ike Prague School Stylisticians they hold that style is 
''deviance". But they differ from the Prague school in their concept of 'norm". 
they argue that 
"a literary text must be described not so much 
against the typical characteristics of its register." 
Again they hold that language - including literary language - cannot be 
viewed apart from its context of situation. Thus context, one of the 
determinants of meaning, assumes prominence. They examine registers, 
structures, class systems, collocation and cohesion in literary texts. But like all 
structuralists, they are concerned only with one level of syntactic 
representation, that is the surface structure. Consequently, insights that issue 
from the other level i.e. "Deep Structure" are not accessible to them. 
The Prague school, standing midway between the two, combines in 
itself some of the best qualities of both. Its scientific rigor and interest in 
quantification relates in itself some of the best qualities of both. Its scientific 
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rigor and interest in quantification relates it to stylistic. On the other hand, its 
concern for a work of art as a unique self-sufficient entity, for words and their 
arrangement in a particular text, and the connection between formal elements 
and total meaning, shows its affinity with Stillforschung. The useful concept of 
foregrounding, concern with the various functions of language and the relation 
of poetic language to other varieties of language are associated with this school 
of stylistics. Some of the prominent practitioners of the Prague School are 
Roman Jakobson, Jan Mukarovsky and Bohuslav Havranck. 
Stylistic critics of the Prague school view literature as a cultural 
phenomenon as "a quasi-spatial structure". They study formal features of 
creative utterances objectively in order to understand their operation in a 
general way. To them, literature is deviance, the norm being the entire 
language with its 
"firequency distributions and transitional probabilities". 
But the problem is that 
"fi-equency distribution and transitional probabilities 
of natural language" 
are "not known and never will be". 
Then their analyses tend tot be rather complex in detail and lifeless in 
its linguistic schematization. However, Mukarovksky's idea of 
'Toregroundinf and Jakobson's typology style can be extremely usefiil in 
stylistic analysis as well as literary history. 
93 
Tranformationist schools are rooted in "Rationalisrn" and "Mentalism" 
Grammar is regarded as an analogue of the native speaker's mind and as such 
two levels of syntactic representations are posited the "Deep Structure" and the 
'"Surface Structure". Therefore, it is possible to account for ambiguity, 
constructional homogymy and paraphrase relationship not only in ordinary 
language but also in creative writings. Again for the same reason, it is possible 
to formalize, syntactic as well as semantic deviance, and also account for the 
density of syntactic structures, which often lead to complexity in creative 
writing. What is more, besides characterizing the "'microgrammaf of a 
particular literary work, it goes beyond the data and "predicts" the style of the 
writer. "IG" can be used as Ohmann (1962) does to account for "epistemic 
choice". Ohmann argues that the very act of prediction is an emotional act with 
rhythms of is own. Therefore, the stylistic critic must turn his attention to 
emotion and epistemic choice. In tiiis way, there sit he possibility of bringing 
out certain psychological implications of style. Here again, the analysis is 
"predictive". But a serious handicap in this model is that it cannot for 
contextual aspects of style, Hke cohesion and registers as IG is a "context-free" 
grammar. 
Literary Stylistics 
The kind of styUstics practiced in 1940's by Spitzer and his followers is 
knoAvn as literaiy stylistics. It is based on philosophical idealism. The approach 
is subjective ratiier than objective and literary rather tiian linguistic. Spitzer 
claims that the critic grasps the "spiritual stymon" of a literary work by an 
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intuitive ""cliclc" and thus understands the "inner order". And he moves from an 
observed detail to the central core of a work of art and from the centre in search 
of further confirmatory detail. Later critics abandoned the approach on 
empirical grounds. However, Freeman argues that 
"criticism does not proceed from a 'tabula rasa' and that to 
refer to a given literary effect as a 'stimulus'' with the 
philosophical commitments inherent in such a system is to 
do violence to the very nature of literature." 
Stylistique and Stilforechung, therefore, both suffer from certain 
limitations as far as the study of literature is concerned. The typology of styles 
of the first is of little use to the understanding of a work of art, neither is its 
excessive concern with stem especially helpful. More quantification and 
classification of linguistic features is barren and stultifying and leads to no 
positive results in the absence of an effort to relate linguistic data to its 
aesthetic function in the work of art under study. 
"For the student of literature, stylistics provides a 
percise4 yet sensitive instrument which can play its 
fiill part only if it is closely coordinated with other 
aspects of hterary criticism". 
Stilforeschung, on the other hand, could with profit have based its 
judgments on more linguistic evidence. Another shortcoming of this school is 
that it is often more interested in studying the psyche of the author, and the age 
in which the work was written than m the aesthetic fimction of the linguistic 
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elements in the work of art. It thus seems to be the old psychological, 
historical, sociological criticism in a new stylistic framework and consequently 
somewhat inhibitive as a means of gauging the artistic quality of a work of 
literature. Spitzer himself seems to have realized this, for he later gave up this 
approach and examined literary works as self-sufficient entities that deserved to 
be studied for their won sake. 
The literary critic interested in investigating the linguistic features 
responsible for his total response to a work of art, could take what is useful for 
his purpose from all these various approaches. Linguistics provides the tools 
for a formal description of language which to use and to what extent, is left to 
the discretion and needs of the literary critic. Halliday (1972) endorses this 
approach to a work of literature when he says 
"Linguistics is not and will never be the whole of 
literary analysis, and only the literary analyst - not 
he linguist - can determine the place of linguistics in 
literary studies". 
As a matter of fact". 
"All sort of mixtures and combinations of criticism 
and stylistics are possible in practice and the one 
does not supersede the other" 
provided that the statements made are adjective and based on concrete 
linguistic evidence and not on mere impressionistic response or arbitrary 
personal taste. 
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So also, is determining the aesthetic function or the styhstic elements in 
the text. Aesthetic effects cannot always be related to particular sets of features 
- there is not one to - one correlation between the two, and stylistics does not 
claim to be predictive. The same Unguistic feature in different effects if not 
more - all equally important in the context as far as producing that particular 
response is concerned. The archaic can be used to lend dignity to the narrative. 
It can in a different context also be used for humorous effects. Virginia Tufte, 
while discussing this phenomenon with regard to 'syntactic symbolism' to 
reflect somehow the erratic motion of the birds in their darting, curving flight 
in the one and 
"successive jolts of a sUght automobile accident: 
in the other her comment on this phenomenon is revealing, though 'a 
swerve' is actually written in both passages, it would at least be hard to argue 
that the actions discussed are as similar as the syntax used to discuss them. 
Grammar, is by nature more limited than meaning for it must carry different 
meanings, she goes on to say that the same grammatical structure may be used 
dozens of times without any symbolic force. 
The particular response to language, specially the language of literature 
is the result of a complex of several linguistic and extra linguistic feature like 
syntax, rhythm, the quality, quantity and combination of vowels and 
consonants and the denotative and connotative meanings of words. He 
presence, absence permutation and combiaation of these elements can result in 
entirely different effects. Many of these features can be captured and 
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quantified, though for a rigorous analysis of a text of any length computers are 
necessary, others elude linguistic study. Until all these features are captured, it 
is not possible to prove conclusively what precise formula will produce which 
particular response. It is nevertheless interesting and rewarding to study, within 
the limitations imposed by linguistics, the features that appear to be 
responsible, in the context for evoking that particular response. Caution, 
however, must be exercised in the interpretation of linguistic evidence, and the 
interpretation to be carried away by the desire to prove a certain hypothesis and 
read unwarranted meanings in linguistic elements must be guarded against. 
This is specially important for even such eminent scholars as R. Jakobson 
(1967) and Levi Strauss have succumbed to the temptation as Fiffaterre points 
out, in interpreting Baudelaire's ''Les Chats". This is due, he says, to a 
confusion of categories resulting from tiieir desire to impose a certain 
hypothesis on the linguistic data: 
"there is a revealing instance where Jakobson and 
Levi Strauss take literally the technical meaning of 
feminine as used in metrics and grammar and endow 
the formal feminine categories with esthetic and even 
ethical values". 
This may, he continues, in certain cases, "orient the associations they 
trigger for example, 'volupte' is more female than 'plaisir' 
would be. It hardly holds, however, in the case of purely technical terminology, 
where 'masculine' means merely 'ending on a folly pronounced syllable' by 
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stretching this to the limit, we may discover cases where the feminine rhyme 
does evoke some such associations because it coincides with the specific 
feminine gender ending; it is altogether unlikely with masculine rhymes, which 
do not offer any similar concurrence. 
Another problem that faces one who analyses a hterary text is that of 
quantification. Some kind of mental statistics involved even when style is 
classified impressionistically, but how far rigorous it is, another question. The 
arguments given against quantification are that: 
1. it is too crude to capture all the delicate nuances of style. 
2. it may in certain case as in that of complex overlapping imagery. 
3. it disregards the influence of context. 
4. quality is swamped in quantity and that 
5. often it is not needed e.g. in case where the occurrence of the stylistic 
device is too obvious to need statistical proof 
Counting can however be employed, he feels, 
"to indicate the frequency of use, density and 
distribution of stylistics devices and this may be 
significant to an appreciation of the work." 
The usefubess of quantification depends, therefore, on the purpose for 
which a statistical count is made and on the countability of the linguistic 
features. 
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As regards the methods should be employed, two for approaching the 
text have been suggested. One is implicit in a statement like that of Seymour 
Chatman and Samuel R. Levin 
"linguistic analysis of poetry i.e. literature is usually 
content to accept the judgments of literary critics 
and then to set out and find linguistic correlates 
for these judgments." 
According to this approach, it is necessary first of all to understand the 
literary quality of a work and state the total response before looking for the 
stylistic elements to be analyzed. The other procedure is that favored by 
Spitzer, of proceeding from some significant linguistic element to the 
underlying organizing principle and 
"finally making the return trip to all the other groups 
of observations in order to find whether the 'inward 
form' one has tentatively constructed gives an 
account of the whole. The scholar will surely be 
able to state after three or four of these 'fro 
voyages', whether he ahs found the life - giving 
center, the sun of the solar system" 
In fact an awareness of some prominent formal features and response to 
them is simultaneous, and whichever end one begins with, a to and fro 
movement from the text to the hypothesis is necessary. A close scrutiny of the 
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linguistic feature may not only corroborate literary judgments, it may even 
modify them. As Michael Gregory rightly observes: 
"It may well be, as Kroeber suggests, that 'judgments 
and recognition of style are primary analysis and 
statistics secondary". 
But it is necessary to emphasize that a rigorous checking by means of a 
description of the total complex of features intuitively judged to be 
stylistically significant, is likely to uncover other, previously unobserved, 
significant features: or to demonstrate the inter-relationship of a series of 
features in such a way as to offer new or at least modified responses to the text 
as a whole. In this way our responses to the style of a text are open to 
progressive development. 
As far as the concept of style is concerned it is fraught with difficulties. 
One thing, however, is clear. Stylistics takes a position midway between that of 
the classical rhetoricians who saw a dichotomy between form ad content and 
that of the romantics who believed in the organic nature of expression. But as a 
matter of fact, all studies of style assume that subject matter and expression are 
to a certain extent, separable, for as Ohmann forcefully states the problem 
"if style does not have to do with ways of saying 
something is there anything at all which is work 
naming 'style' 
If not, most critics of style have given us judgments about what writers 
mean, masquerading as judgments about manner. The critic can talk about what 
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the writer says, but talk about style he cannot, for his neat identity - one 
thought, one form - allows no margin for individual variation, which is what 
we ordinarily mean by style. Style, then becomes a useless hypothetical 
construct half way between meaning and the person who means 
"Style is in fact a part of meaning as is just as useful 
a key to total meaning as is any other element." 
This view of style is supported by transformational grammar and its 
notion of deep and surface structures. Optional transformations from the same 
kernel sentence may be said to be stylistic alternatives - different ways of 
saying "the same thing". That is to say "no transformation leaves content 
absolutely unaltered (but) the most useful sense of 'content' -
cognitive content - may be such that transformations do generally leave 
unaltered. Generative grammar, thus, accounts for both a basic content and 
stylistic describe the syntactic choices available and Ohmann admits that, 
though syntax 
"seems to be a central determinant of style, it is 
admittedly not the whole of style. Imagery, figures 
of speech and the rest are often quite important 
transformational patterns (however) 
constitute a significant part of what the sensitive 
reader perceives as style." 
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"This shortcoming of the transformational approach 
can to some extent be supplemented by the notion of 
style as contextually bound" 
choice which takes into account the alternative ways of expression 
(including lexical choices) normally expected in a particular situation, real or 
imaginary, where language is used. Transformational grammar has given us 
another concept of style - epistemic choice i.e. a writer's habitual use of certain 
kinds of transformations reflecting the manner in wliich his mind structures 
experience. 
Examination of some of the major contribution in the filed of stylistics 
might provide new insights, ad help in the search for the best approach to a 
study of the language of a work of art. 
Spitzer for example demonstrates how a study of the language of the 
text in combination with other elements in the work corroborates literary 
criticism. He questions Lanson's pronouncement that Rabelais is a pure realist 
and beginning with an examination of rabelais' coinages points out how they 
reflect an attitude somewhere between reality and irreality and by linking the 
up with the whole work. 
"the fantastic voyage of a fantastic people" 
proves Rabelais antirealism. How effectively emotions can be reflected 
in the rhythms of the language he shows in his essay on Diderot though he does 
not make an analysis of the sound patterns of the language. 
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Richard Ohmann (1962) has applied his theory of style as epistemic 
choice to some of the works of G.B. Shaw, 
"effectively relating the linguistic choices Shaw 
makes to his special bent of mind - that of a 
similarity seeker. Ohmann has thus tried to accoimt 
for Shaw's social philosophy and his tendency to 
exaggerate by relating these to his desire for 
"leveling differences and emphasizing 
similarities in the interests of perceptual stability, 
and in his search for order. In 'literature as 
sentences" 
he demonstrates the relevance of generative grammar to literary studies. 
A passage from Comand's "the secret sharer" has been analyzed to show how 
generative grammar confirms the intuitive response of the reader and how the 
structure of the language and the theme of the text are related. He takes the 
deviant structure, ''the river wended vales'' form Dylan Thomas' "/I Winter's 
tale'' to demonstrate how it can be understood bet when all the underlying deep 
structures are examined and only the least deviant one are accepted. The 
surface structure cannot show the deviance as formally, the structure, "the river 
wended vales" is similar to the non-deviant construction "meaning made toys" 
and is thus incapable of offering alternative meanings from which the most 
acceptable can be selected. How the recurrent use of a few transformations can 
help capture part of the flavor of an author's style he demonstrates by 
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analyzing passages from Faulkner, Hemingway, Henry James and D.H. 
Lawrence. 
Halliday takes up the question of a linguistic description of literary texts 
and while arguing against the use of ad hoc categories - the inventing, not the 
new alignment of established categories - demonstrates with the help of 
systemic grammar the manner in which the language of literary texts (the 
nominal groups lexical sets and cohesive devices) can be described according 
to strict linguistic categories. He has not, however, related these descriptions of 
linguistic features to aesthetic effects, for it is not his purpose to do that in this 
essay. 
He merely provides the data and leaves the reader to make the 
connection himself A ftuther step is taken by Halliday (1972) in his analysis of 
passages from William Golding's 'The inheritors' -where he demonstrates how 
the creative artist explores the fimctional resources of language for a fiision of 
theme and style. 
"The theme of the entire novel, in a sense, is 
transitivity; man's interpretation of his experience of 
the world, his understanding of its processes and of 
his participation in them" 
and the transitivity patterns realize both semantic and syntactic choices. 
Halliday points out how the use of intransitive sjnitax and clauses with non-
human subjects is very significant here as they are not just features of the 
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events themselves, but the meaning itself for among other things, the syntax by 
itself reveals Lok's limited understanding and the way he structures experience. 
In a novel of multiple points of view, written in the stream of 
consciousness style, where the speech of one character merges almost 
unobtrusively into that of another, sometimes even within the same sentence, 
the assigning of speeches correctly to the various characters or to the narrator is 
of vital importance to the understanding of the work. Leaska has succeeded in 
correcting previous misinterpretations of Virginia Woolf's 'To the Lighthouse' 
and in supporting his own assessment by assigning the speeches correctly with 
the help of linguistic data. 
Norman Page in 'The Language of Jane Austen" has made use of 
linguistic evidence to sharpen critical understanding of her subtle use of 
language. A careful examination of the words used for example, takes one 
immediately to some of the crucial issues in the novels. He examines syntax to 
demonstrate its contribution in reflecting emotion. Jane Austen's use of he 
technique of the free indirect style of narration, its function, her attitude to a 
precise use of language and the way in which it indicates, in her novels the 
worth of a character have also been examined. 
Conclusion 
It is hoped that consideration of some of the theoretical problems 
regarding stylistics and the study of stylistic approaches with some practical 
applications of linguistics to literary works will be helpful in determining ways 
of studying the language of literature. 
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Cdcipter 4 
^k and Vse of 
Canguage in 
Literature Classroom 
CHAPTER - FOUR 
THE ROLE AND USE OF LANGUAGE IN THE LITERATURE 
CLASSROOM 
INTRODUCTION 
Literature has always been a product of a shared system of knowledge 
between the users of the same language and culture. It has always been 
associated with the application of interpretative or critical faculties of 
expression of ideas, emotions and experiences. Based on the above statements 
both the study and the teaching of literature can be defined to be critical 
activities. The teaching of English literature, which forms a part of western 
tradition, has been largely critical. However, the scene in India has been largely 
non-critical. In the Indian context, the learners are not encouraged to ask 
questions but to respect conventions and customs. Thus, the teacher and the 
students alike are not exposed to the critical tradition and attitude. Their entire 
dependence is on distant evaluations and summing up, not always quite 
pertinent in the Indian context. This effectively prevents any subjective 
response to the text in question. New pieces are rejected on the ground that 
there are not critical readings available about them. Since the Indian tradition 
rarely calls for an evaluation of reputation. In each generation even old and 
familiar texts rarely provoke either the learner or the teacher to respond 
subjectively to them. 
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The comments made by C.S. Levis (1961) on the conditions prevalent in 
the British University may well be applied here. 
"Everyone who sees the work of Honours student of 
English at a University has noticed with distress 
their increasing tendency to see books wholly 
through the spectacle of other books. On every play, 
poem or novel, they produce the view of some 
eminent critic. An amazing knowledge of 
Chaucerian or Shakespearean criticism sometimes 
co-exists with a very inadequate knowledge of 
Shakespeare. Less and less do we meet the 
individual responses. The all important conjunction 
(Reader meets text) never seems to have been 
allowed to occur of itself and develop 
spontaneously. Here plainly, are young people 
benched, dizzied and bedeviled by criticism to a 
point at which primary literary experience is no 
longer possible." 
The individual response would arise naturally from adequate attention to 
the text of literature, but as Widdowson points out, 
"the individual often can only respond to literature 
as a result of guidance". 
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This is what the Hterature teacher must strive to accomplish. 
Subramanian (1966) feels that: 
"Literature, unlike the disciplines of technology and 
science, is personal, it is the personal element in the 
teaching of literature that makes it difficult as an 
academic discipline. The purpose of literature is to 
develop a student's critical judgment and to train 
him for a life long love for literature. Current 
teaching of literature fails in both respects as I see 
it." 
Therefore, the development of a suitable approach for literature teaching 
has become essential, especially in the second language context (India) where it 
is never certain whether literature is being taught for its own sake, or for the 
teaching of language. LA. Richards (1929) stressed the study of the literary 
work itself His aim was to provide a new technique for those who wished to 
discover for themselves what they think and fell about poetry and to prepare 
the way for educational methods more efficient than those being used then in 
developing discrimination and the power to understand what was being read 
and heard. 
In his experiment, Richards supplied ''The Protocols'' (anonymous piece 
of poetry) to the students for their ''appreciation". Richards emphasized the 
need for total concentration on the text itself This approach essentially 
involved closer scrutiny of the individual literary work analysis of its diction, 
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imagery, symbolism, rhyme schemes and the isolation of the literary work from 
every kind of extraneous consideration, its historical or biographical 
background, the literary reference and traditions involved. He recommended 
"an inquiry into language no longer confused with 
the grammarian's inquiry into comparative linguistic 
morphology, with the logician's or the philogists 
studies be recognized as a vital branch of research, 
and treated no longer as the peculiar province of the 
whimsical amateur," 
Section-I 
Modes of Constructing Meaning 
A study of the language used in literature, must involve an examination 
of the assumption and value biases that underlie literary - critical theories and 
modes of constructing meaning from literary work. Related to these ideas are 
notions about how the literary work may be read and evaluated. These, in turn, 
have implied a pedagogical practice. Thus, although we find that historical and 
sociological factors determine the context, and often the results of literature 
teaching in India, we must turn to critical theories to search out details. 
Problems that classroom practice has constantly raised are somewhat of 
this nature. What do we mean when we talk about interpreting texts in literary 
studies? What criteria should we use to test our responses? What are the 
practical problems of a lay reader interpreting a text and how far are they 
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comparable to methods to methods traditionally recommended in literary 
critical theory? 
Unlike what is evidently happening in English Language Teaching 
(E.L.T.), we do not find any well-formulated meta-language to speak about 
literary critical theories. Indeed, we do not even have a distinctive meta-theory 
of literary interpretation. Further the degree of verifiability in literary critical 
theory is even more reduced than that of linguistic theory. In the words of A.P. 
Foulkers: 
"Interpretation does not lend itself readily to any 
tidy system of description or classification 
There difficulties are partly ascribable to unresolved 
epistemological questions concerning the 
ontological status, the mode of existence of a 
literary work of art, but they are also deeply rooted 
in the conceptual confusion which surrounds 
attempts to explain the process of attaching meaning 
to literary text within the educational system". 
Let us therefore, take a brief look at the theorizing that underpins literary 
critical practice in order to see what each has implied a 'literary' work is. One 
of the earliest critical approaches to literature attempted at fitting the act of 
literary interpretation into the broad statement of the aims and methods of 
humanistic study. English, it was believed, would become respectable if the 
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study involved the acquisition of a large and detailed amount of information, 
historical, biographical textual and bibliographical. 
The above assumption holds true today in many parts of India. The 
student was expected to provide a body of information rather than his opinion 
or interpretation of a text. However, there is a dimension to the 19"^  century 
study of English literature in India, which is of a very different order. English 
literature became the means of access to Western learning and perhaps, because 
of this, literary texts were read by a substantial number of Indian learners. 
Admittedly, this learning was informal and more a result of than due to 
ay special ways of teaching adopted. Such a statement may seem uncalled for 
when we consider that the eminent educationists suggested that the Indian 
learner was not very successful in learning English. But, it would certainly be 
true to admit that the teaching of English in India remained the same. What 
comes to light in this is the fact that the 'formal' teaching of English literature 
prescribed for language learning often ended up as neither language nor 
literature. What is significance for our argument is that, the reading of literature 
was meaningfiil for some learner. This was because English literature was seen 
as the means of absorbing a new culture and a new language, which was 
associated with power, and material benefit and some learner were thus 
strongly motivated to read English literature. 
The attitude of the scholars of the historical approach towards the 
language of the literary work is important as it contrasts significantly with the 
attitude of the latter movement. The differences among them were pivoted as a 
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platform to attempt to study literary language scientifically. The formal phase 
was regarded as a near mystical one. As language teachers emphasized the 
learning of grammar for consolidating what was informally learnt about forms 
of language, structure, etc. Literature depends upon the study of critical 
theories, biographical and other data to formalize its study. 
As mentioned earlier, Macaulay's Minute on Education has been an 
important influence in the language policy in India. But even earlier there has 
been an enthusiasm among the people for the study of English. This enthusiasm 
did not end with the study of English language but extended into the study of 
English literature. Partly due to the lack of proper correspondence between the 
policies and their implementation, curricular content in literature courses has 
tended to concentrate upon a few 'masterpieces' and the degree of involvement 
and reading demanded of the students has proportionately increased. An 
interesting comment on the approach of the Indian student to English literature 
is provided by Zulfikar Ghose in a poem he calls 'An Imperical Education." 
At London 
Bridge, I leaned over the Murky embittered 
Thames, taking an old fashioned English literature view, 
not seeing the litered 
river but some dew 
drenched willow branches hanging over 
a blackish textbook 
had made me long for in a Bombay classroom 
Within the classroom the activity is largely confined to a dictation of 
notes about the work prescribed. In this sense, English literature has ceased to 
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be either studied for humanistic purpose or as an experience in language use. 
There is a movement away from Uterature as a subject achievement but its 
objectivity has yet to be realized concretely. The remarkable fact however, is 
that despite this apparent passivity encouraged in the reader, a number of 
learners do manage to understand and developed interest in the literary work 
and learn how to use the language. Dissatisfaction with the kind of training 
being given to learners makes professor Gokak remark that it is 
"a pseudo literary study in which the personality of 
the studied remains untapped. His tastes are not 
called into play, his critical insight is not awakened, 
his literary sensitivities is not in any way enhanced". 
The literary and academic atmosphere is such that the Indian student is 
brought up to admire unquestioningly the Romantic with the Victorian, who 
satisfy the emotional, if not the intellectual need of the time. Even this is done 
not by a direct exposure but more as a sort of rote learning wherein the 
impressions 'dictated' by the teacher are accepted and reproduced. If the study 
of these hterary works helps to develop his personality, it is perhaps due to: 
"The total impact that it (literature) has on our 
being and becoming and not for additions that it 
makes to our knowledge of sociology and 
anthropology," 
That is to say, the reference is not to the human value of literature in the 
narrow sense that it has come to mean but rather, it is the literary work that 
influences us by brining to us a world of its own which 'lives' even as the 
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world around as does. Rationally speaking, 'exposure' meant a free contact 
with the use of the language, with the world created by the literary work. 
The student of English literature who reads the 'great classics' is able, 
through the process of reading, to make meaning of the content and the 
language. The language within the work is seen by him as it really makes the 
world of the work of art, as it makes itself come alive, and what seen as 
'exposure' was really, an involvement in this world that the work incarnated. 
This, then had been the background of literature when, as a result of 
changes in national goal changes in critical theory, as well as a major new 
theory of language teaching, a whole new phase in teaching of language 
literature was ushered in. Notwithstanding the widening rift between language 
& literature as disciplines, their mutual interdependence continued as in 
language teaching methodology. There came about a 
"gradual turn in literary theory towards the methods 
of science and critical analysis of language for 
itself. 
The new turn in thought had as its chief exponents' great teachers of literature 
like LA. Richards and Cleanth Books. The forms of criticism moved gradually 
towards the work as an aesthetic construct and it began to receive a greater 
stress. The assumption behind this being, that it is the form, which carries the 
meaning and import of the literary work, poetical activity was no longer 
regarded as magic and LA. Richards shocked the literary community by stating 
that; 
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"Aesthetic experiences are closely similar to many 
other experiences. They differ chiefly in their 
connections between their constituents and they are 
only a further development, a finer organization of 
ordinary experiences and not in the least new and 
different kind of thing. When we look at a picture 
or read a poem or listen to music we are not doing 
something quite unlike what we were doing on our 
way to the gallery or when we dressed in morning'. 
In spite of an ostensibly wide rift between English language and English 
literature as subjects, the two disciplines to which they relate, linguistics and 
literary critical theory, have in fact, developed along related parameters. Policy 
decisions taken in connection with language teaching have had their impact on 
literary attitudes to literature have, albeit indirectly, have made an impression 
upon language teaching. For instance, when literature was read for this 
humanistic value it was taken for granted that 'reading' and exposure to 
samples of good literature would aid language learning. At the same time, 
when changes came into language teaching methodology and structural 
linguistics gained ground, it had its impact on literature as a subject of study. 
The attempts to introduce simplified texts are a case in point. It may not be 
wrong to suggest hat the underlying assumptions of both E.I.T theory and 
Literary Critical Theory were commonly responsible for he rift. That is, it is a 
phase of thought, or philosophical attitude that influences the study of both 
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language and literature. And the consequence of this phase of thought is that 
the rift between the two disciplines determines the situation today. 
A reconciliation of the paradox inherent in approaches to the two 
subjects, language and literature can, perhaps, be best achieved by looking at 
the procedures by which the two subjects are interpreted. Speaking of the 
process of reading and describing it as an ability to be dissociated from other 
aspect of language behavior. Widdowson declares that: 
"a general interpretive, process underlies all communicative activity." 
In speech, the 'negotiation' is overt, in that we move towards a specific 
meaning overtly, using the voice, gestures or expression as aids in meaning 
making. But a further dimension needs to be looked after in reading, where the 
reader "'derives discourse'" from written texts 'covertly' without being helped 
by any of these aids. The writer, too, needs to keep in mind the difference in 
medium and act out die 'dual role' of the addresser and addressee. What is of 
significance, however, in all communicative activities is that: 
"meaning does not reside in the text awaiting 
recovery, but has to be created from it by 
negotiation. The meaning potential, in the sense that 
it provides the basic source, the record whereby 
discourse can be enacted, and discourse itself creates 
meaning". 
It is important to note that 'discourse' for Widdowson is both the 
organization of connected passages of language and the dynamic process of 
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interpreting and creating meanings from the text. It is this deriving of meaning 
which we may term 'interpretative procedure'. This is what the student has to 
become aware of and master, both language in general and the literary text. 
The interesting outcome of such modes of thought is that the learner is 
permitted to 'arrive af a meaning gradually rather than expected to extract it 
from items which are regarded as holding it fixed (lexical, semantic or 
syntactic). What appears to be of significance then, is not he language 
structures which a learner uses correctly or the tasks he performs, but the way 
in which he learns to derive meaning from a 'texf which he is exposed to. The 
groping towards a meaning, which in fact, is the most active part of learning, is 
what helps the learner in the interpretation of discourse, whether it is the 
discourse of ordinary language or the discourse of literature. 
When Widdowson (1978) speaks of a desire to teach language as 
communication by reference to aspects of meaning such as 'significance' and 
'value', he appears to suggest that much the same kind of derivation of 
meaning must take place. Whereas 'signification' is like denotation and refers 
to the linguistic code, 'value' speaks of the relevance certain parts of language 
assume within the context of communicative activities (connotation). 
Literature as we have tried to argue, functions in much the same way. 
The idea can be traced in several contemporary works. Fowler describes the 
reading of a literary work as a process where structures gradually acquire value 
in the reader's experience, "culturally coded knowledge" he writes, is 
"activated in the process of reading". 
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But Widdowson explores the process in more exact details: 
"linguistic deviances do not occur randomly in literary 
work, but are patterned in with other linguistic features 
both regular and irregular, to form a whole". 
What this statement would suggest is that linguistic deviance does not 
appear as discrete points of oddity but is often "patterned" into the entire work 
to form the patterned 'discourse' of the literary text. 
One of Widdowson's significant contributions to the teaching of 
literature is that he is able to isolate the negotiative procedure through which 
the reader approximates relevant meaning within a literary text, as a key to 
understanding how a literary text is read. However, when he goes on to 
elaborate upon this insight and describes what; constitutes this interpretative 
procedure in literature, that is, when he characterizes the 'discourse' language. 
He suggests, therefore, that each work signals a unique interpretative mode true 
only to itself 
Section II 
A Study of the Undergraduate Syllabus at AMU 
This section aims to examine the actual literature teaching practice in the 
classroom at Aligarh Muslim University, Aligarh, and it begins with a 
consideration of the three year degree course in English Main / Honors at the 
under graduate level. 
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The Undergraduate Syllabus for English Main/Honors at AMU 
The syllabus designed for this course is divided on the basis of the 
different periods and ages of English literature. The course offers ten papers for 
the three years Bachelor's degree which include one of the two optional papers 
in the final year (X, XI). Two papers each are taught in B.A. 1st year and B.A. 
Ilnd year and six in the final year. The different papers are as follows: 
Paper I: An Introduction to the study and appreciation of literature. 
Paper II: Essay and Short Story. 
Paper III: English Poetry from the Elizabethans to the Romantics. 
Paper IV: Nineteenth Century English Novel. 
Paper V: Victorian and Modem Enghsh Poetry. 
Paper VI: Shakespearian Drama 
Paper VII: Post - Shakespearian Drama. 
Paper VIII: 20th Century British and American Novel. 
Paper IX: Modem Novel in English. 
Paper X: Biography and Autobiography. 
Paper XI: Use of English. 
Students are tested at the end of each academic year in the form of an 
aimual examination. The course serves as a take-off or a feeder course, 
providing the students with the background and the tools necessary for a deeper 
understanding and analysis of both language and literature. The aim of the 
three years bachelor course is, 
"to provide a foundation of interpretative skill for reading literature" and 
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"to encourage exposure to a considerable range of texts as appropriate 
example." 
The syllabus by itself seems to have covered all the relevant and 
standard periods of English Literature. 
Locating the problem 
Most of the students come after attending Hindi medium schools and for 
these students English has been taught as a second language. One of the 
primary reasons for the students joining a B, A. course in English Literature is 
to learn how to speak and write in English. Teachers and students tend to treat 
literature as (a) a means of obtaining a certificate; (b) a source of information 
and knowledge. The main motive behind the teaching of literature as a 
'discipline' is ignored. 
The syllabus introduces the reader to some of the great works of English 
literature. Since the course is a literature course, the complete 'literature' 
content of the course cannot be condemned. But it is highly optimistic to think 
that present-day students are interested in a literature course just to develop 
'literary sensibility'' Student now opt for English literature courses for reasons 
varying from pure interest in the subject to the 'saleable value' of English or 
the 'admiration' that a study of the subject brings. Though the syllabus is 
demanding to a certain extent, it does not answer present-day needs. The 
syllabus includes a hst of terms and definitions of literature, which is helpfiil to 
both teacher and student. However, the teaching of terms to the students 
without actually applying them is not beneficial. 
121 
The two major highlights of the course are: 
(a) It is examination-oriented (as most courses are). 
(b) It is a 'comprehensive study' rather than a 'sketchy survey'. 
Examination-oriented 
(a) Though the syllabus provides both teacher and student with aims and 
objectives, it fails to achieve the aims and objectives because of the 
different reasons stated in the previous chapter. 
(b) Graeat importance is given to the examination, the condition for 
appearing in it (i.e. attendance required etc.) and the marks required to 
pass the examination. 
''^Comprehensive Studf* rather than a '^Sketchy Survey^^ 
(a) The writers included in the syllabus are represented by the age and 
period and they represent. For instance -
Under "English Poetry from the Elizabethans to the Romantics", we 
have the poetry of Shakespeare, Milton, Gray, Blake, Bums, 
Wordsworth, Byron, Coleridge, Keats and Shelley. 
This adequate representation of both the writer and the age makes the 
syllabus a 'comprehensive study'. 
(b) Though the syllabus lists a number of important writers from the age of 
Milton to the Modem Age, die course at times seems to aim at 
introducing a maximum number of well-known literary figures and 
well-known literary works, rather than to teach the subject in deptii. 
Some of the defects of the course are: 
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1. It fails to introduce the students to the introduction of the form and 
structure of the English language. The stylistic and rhetorical features, 
which form an important aspect of the learning process are ignored. 
2. A false assumption about the literary competence of the students has 
already been stated when the learner is required to learn literary terms 
without having a proper grasp of the language skills. Despite having a 
specific course for learning the terms and definitions of English 
Literature, the students are not really able to grasp the theory and 
concept of English language. The students are exposed to higher levels 
of language which are bewildering for them. Moreover, the entire 
syllabus is divided into different ages and periods. However, the history 
of English literature is not formally taught. This results in the students 
not having a clear idea of the history of English literature. The end 
result is that the students do not have a clear idea of one age. Students 
are unable to distinguish the characteristic features of each literary age. 
It is a well-known fact that a literary work cannot be appreciated fully 
without contextual information. Contextual information includes 
political, social, cultural, literary and intellectual history. But this is not 
possible when the students are confused about the background of a 
work of art. 
Even if questions of ''application" appear in the examination they usually 
require the student to examine a literary work as a whole and it is difficult to 
for the students to apply the literary terms to the literary text. For example: 
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1. Describe literature as a discourse, and say if it tends to be an art-form? 
(EO 101 2004-2005) 
2. Comment on Milton's 'Lycidas' as a pastoral elegy. 
(EO 101 2004-2005) 
3. Evaluate Arnold's poem, 'Thyrsis' as a pastoral elegy. 
(EO 301 2004-2005) 
4. Discuss Macbeth as 'a play about damnation' and 'a statement of evil'. 
(EO 302 2004-2005) 
5. Discuss 'The Devil's Disciple' by Shaw as a melodrama. 
(EO 303 2004-2005) 
The above are some of the few examples of how difficult it is for the 
student to apply their knowledge and understanding of literature. The students 
may understand the literary text but because of their lack of language skills 
they are not able to articulate their understanding of the literary text. 
'Literary forms', are taught right at the beginning of the course in Paper 
1. Students coming from Hindi medium are expected to start learning literary 
terms and theories related to Uterature without knowing the fundamentals of the 
language. Since the purpose behind such a syllabus, is to provide the students 
with a firm foundation for developing interpretative skills for reading literature, 
it would have been more meaningful and significant if the students were given 
practice in the necessary language skills. However, the present scenario does 
not do justice to the aims and objectives of the syllabus. The students know 
either very little or nothing about the intricacies of language. Their knowledge 
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of vocabulary, syntax, rhythm, rhyme, meter etc., is negligible. In short, their 
knowledge of the stylistic features of a literary work is very limited and it is 
difficult for them to understand a literary work properly. 
Section III 
Approaches, methods and techniques 
We discussed in the previous section the problems inherent in the 
undergraduate EngUsh main syllabus in AMU and suggested some solutions. 
Let us now look at the different modes of teaching literature in the classroom 
that can help the students to appreciate the literary dimension of the every day 
language which the students want to acquire. Through the literary texts the 
students can enjoy literature as well as improve their language skills. 
The class lectures instead of a one way communication, in which the 
lecturer keeps talking and the students are passive listeners does not really 
help the students in acquiring the basic language skills. The students should 
be involved in the class, for instance, teaching Raja Rao's 'Javni' in the first 
\ear should involve the students in reading the short story and then work on 
the difficult words they come across. The students may be divided into 
groups and be assigned to read different stories from the prescribed syllabus. 
In this way the students can focus on the terms and concepts which will help 
them understand the stories better. There are different ways to teach literature 
with the focus on language. For instance, to teach language in Shakespeare's 
Macbeth, one has to let the students get to understand Shakespeare's 
language. One technique that could be used occasionally when introducing 
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them to Macbeth is to play the video for 15-20 minutes without the sound 
being on. Shakespearean actors convey so much of the meaning of the plays 
with body language and facial expressions that it is possible for the students 
to understand the basic meaning or basic plot without hearing the language. 
In fact, when they first hear the language, their reaction may be 'who can 
understand this? ... '1 can't understand this' and feel defeated at the start of the 
unit. But when showing the video without sound, the video can be stopped at 
times and the students can be asked what is going on. Then when they watch 
it again, with the sound, they are curious about what is being said. And then 
when they begin reading it in the class, they are not so intimidated by the 
different language. This technique can be used at the beginning of 
introducing the play, and perhaps it would help to do it at strategic parts 
throughout the play. However, the time constraints of having to teach many 
other things in a semester can hamper this exciting classroom teaching 
method. 
Synchronizing Teaching Style and Learning Style 
One has to be careful of serious mismatches between the learning 
styles of students and the teaching style of the instructor. In a class where 
such a mismatch occurs, the students tend to be get bored and inattentive, do 
poorly on tests, get discouraged about the course, and may conclude that they 
are not good at the subjects of the course and give up (Oxford et al. 1991). 
Instructors, confronted by low test grades, may become overtly critical of 
dieir students or begin to question their own competence as teachers. 
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To reduce teacher-student style conflicts, some researchers in the area 
of learning styles advocate teaching and learning styles be matched (e.g. Griggs 
& Dunn. 1984: Smith & RenzuUi. 1984; Charkins et al. 1985). especially in 
foreign language instruction (e.g. Oxford et al, 1991; Wallace & Oxford. 
1992). Kumaravadivelu (1991:98) states that: 
"... the narrower the gap between teacher intention 
and learner interpretation, the greater are the 
chances of achieving desired learning outcomes". 
There are many indications (e.g. Van Lier. 1996: Breen. 1998) that 
bridging the gap between teachers' and learners' perceptions plays an 
important role in enabling students to maximize their classroom experience. 
'The implication of this body of research is that the way we teach should be 
adapted to the way learners from a particular community learn. 
Traditionally, the teaching of literature in most Indian universities is 
dominated by a teacher-centered, book-centered, grammar-translation method 
with an emphasis on rote memory. These traditional language teaching 
approaches have resulted in a number of typical learning styles with 
introverted learning being one of them. In India, most students see knowledge 
as something to be transmitted by the teacher rather than discovered by the 
learners. They, therefore, find it normal to engage in modes of learning 
which are teacher-centered and in which they receive knowledge rather than 
interpret it. The teacher-centered classroom teaching in India also leads to a 
closure-oriented style for most university students. These closure-oriented 
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students dislike ambiguity, uncertainly or fuzziness. To avoid these, they will 
sometimes jump to rash conclusions about grammar rules or reading themes. 
Perhaps the most popular learning styles originated from the traditional 
book-centered and grammar-translation method are analytic and field-
independent. In most of the reading classes, for instance, the students read 
new words aloud, imitating the teacher. Another characteristic learning style 
is visual learning. Classroom teaching in India where most teachers 
emphasize learning through reading: and tend to pour a great deal of 
information on the blackboard. Students, on the other hand, sit in rows facing 
the blackboard and the teacher. Thus, the perceptual channels are strongly 
visual (text and blackboard), with most auditory input closely tied to the 
written. 
Closely related to visual concrete-sequential, analytic and field-
independent styles are the thinking-oriented and reflective styles. According 
to Nelson (1995) Asian students are in general more overtly thinking-
oriented than feeling oriented. The students preferred learning style which is 
concrete-sequential. Students with such a learning style are likely to follow 
the teacher's guidelines to the letter, to be focused on the present, and demand 
fiill information. They prefer language learning materials and techniques that 
involve combinations of sound, movement, sight, and touch and that can be 
applied in a concrete, sequential, linear manner. It is worth noting that the 
generahzations made above about learning styles in the universities in India 
do not apply to all universities: many individual exceptions of course exist. 
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Nevertheless, these seemmgly stereotypical descriptions do have a basis in 
scientific observation. Worthier (1987) noted that while diversity with any 
culture is the norm, research shows that individuals within a culture tend to 
have a common pattern of learning and perception when members of their 
culture are compared to members of another culture. 
An approach in the classroom with literature 
Teaching vocabulary from the book the students are reading, if the book 
has a sufficiently challenging vocabulary, it gives the students some awareness 
of the shadings of meanings rather than simply the basic dictionary 
defmition. Rather than just looking up the unknown vocabulary words in the 
dictionary, it would be more helpful and meaningful if the students connect 
the dictionary definitions of the words to the context in which they are 
reading. This would enhance the student's understanding of the book much 
better. 
However, time has always been a constraint for many teachers - How 
much time to devote to vocabulary has been the question for many English 
teachers. The teaching of vocabulary is quite important and a task that cannot 
be done effectively in just one class and at one grade level. 
The goal of the student-centered activities is to enable language 
learning through the discovery of hterature. The activities are structured 
around a short story, novel or a poem taken from the prescribed syllabus. For 
instance, the activities can be structured around Ruskin Bond's "'The Night 
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Train at Deoli" or it could be Jane Austen's 'Sense and Sensibility' or 
Blake's "The Tiger". 
The students can be first invited to "Meet the Author" through a brief 
biography This can be followed by the in ''Preparing to Read" information 
which is given on the basis of the situation in which the story or poem takes 
place. Furthermore, this can be followed by questions relating to information 
with regard to the student's own personal life experiences so as to help them 
recall their general knowledge on the topic. 
For the "The First Reading," students are encouraged not to use the 
dictionary and to share their impressions on the basis of their limited language 
understanding. After taking 'A Closer Look' at the text, they are asked to 
compare their thoughts and feelings about the story with a classmate. In 
'Sharing the Possibilities.' they explore various interpretations of the text with 
more precise questions about its meaning and share their answers with the 
class. At that time, they can gain a better 'Understanding' of various literary 
structures by reflecting alone and together on their effects on the reader. In 
"'Extending the Reading Experience," they engage in individual or collective 
creative activities that draw on the text. Finally, they "Focus on Language" 
with exercises related most to the vocabulary. At the end of the class the 
students can be asked to do some exercises with more background information 
on the readings, plus a glossary of terms, a short bibliography, and a list of 
additional works of interest including resource books as supplementary 
readings. 
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The method suggested is very conducive to reading in a situation like 
AMU where a majority of the students come from regional colleges and 
universities. Firstly, its top-down approach is particularly useful, as context 
knowledge helps the students to formulate hypotheses on the text. Secondly, 
each text presents a different aspect of the different period in the history of 
English literature. Thirdly, the 'Preparing to Read activities link the various 
texts admirably alive, thus making the texts more relevant. Thus, the above 
method appears to be a very suitable tool for developing the language and 
literary competence of the students. 
Communicative competence and the teaching of literature 
Communicative competence is more than acquiring mastery of 
structure and form. It also involves acquiring the ability to interpret 
discourse in all its social and cultural contexts. For this reason, the use of 
literature in the classroom can provide a powerful pedagogic tool in learners' 
linguistic development. Language, both spoken and written, comes in a variety 
of discourse types and as teachers of language, we attempt to introduce our 
learners to as many of these as possible. The variety and types of discourse are 
perhaps best represented by Kinneavy's (1993) communication triangle. This 
classification of discourse types includes expressive, which focuses on 
personal expression (letters, diaries, etc.): transactional which focuses on both 
the reader and the message (advertising, business letters, editorials, 
instructions, etc.); and poetic, which focuses on form and language (drama, 
poetry, novels, short stories, etc.). Indeed, all these discourse types can play 
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a significant role in teaching various aspects of language such as vocabulary 
and structure, or testing learners' comprehension. 
However, there is often reluctance by teachers, course designers and 
examiners to introduce unabridged and authentic texts to the syllabus. There 
is a general perception that literature is particularly complex and inaccessible 
for the foreign language learner and can even be detrimental to the process of 
language learning (Or. 1995). Indeed, it is difficult to imagine teaching the 
stylistic features of literary discourse to learners who have a less than 
sophisticated grasp of the basic mechanics of English language. This 
perception is also borne out by research (Akyel and Yalcin. 1990) which 
shows that the desire to broaden learners" horizons through exposure to 
classic literature usually has disappointing results. The reasons why teachers 
often consider literature inappropriate to the language classroom may be 
found in the common behefs held about literature and literary language. 
Firstly, the creative use of language in poetry and prose often deviates from 
the conventions and rules which govern standard, non-literary, discourse, as 
in the case of poetry where grammar and lexis may be manipulated to serve 
orthographic or phonological features of the language. Secondly, the reader 
requires greater effort to interpret literary texts since meaning is detached 
from the reader's immediate social context: one example is that the "I" in 
literary discourse may not be the same person as the writer. The result is that 
the reader's "interpretative procedures" (Widdowson, 1975) may become 
confiised and overloaded. What this means is that the reader has to infer. 
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anticipate and negotiate meaning from within the text to a degree that is not 
required in non-literary discourse. Thus, in our efforts to teach our learners" 
communicative competence there is a tendency to make use of texts which 
focus on the transactional and expressive forms of writing with the exclusion 
or restriction of poetic forms of language i.e. literature. There is a 
perception that the use of literary discourse deflects from the straightforward 
business of language learning, i.e. knowledge of language structure, functions 
and general communication. 
Carter and Nash (1990) suggest that rather than perceiving literary 
discourse as separate and remote from non-literary discourse, we ought to 
consider the variety of text types along a continuum with some being more 
literary than others. This view is part of the idea that the separation of 
literature from language is a false dualism since literature is language and 
language can indeed be literary. It is not difficult to fmd instances of standard 
transactional forms of discourse which make use of a whole array of literaiy 
devices. Headlines and advertisements are common examples of discourse 
which exploits literary language. The explicit use of alliteration, assonance, 
imagery, ellipsis and rhythm stylistic devices which are more commonly 
associated with literature than with standard, transactional language. 
The boundaries which are thought to exist between literary and non-
literary discourse are not so distinct. Indeed, as Widdowson (1979) suggests, 
the procedures which are used to interpret literary discourse arc essentially 
the same for interpreting any type of discourse. 
13.1 
Integrating Language and Literature in the Literature 
Classroom 
Having decided that integrating language teaching into the literature 
syllabus is beneficial to the learners' linguistic development, we need to 
select an approach which best serves the needs of the learners. Carter and 
Long (1991) present three main approaches to the teaching of literature: 
The Cultural Model 
This model represents the traditional approach to teaching literature. 
Such a model requires learners to explore and interpret the social, political, 
literary and historical context of a specific text. By using such a model to 
teach literature we not only reveal the universality of thoughts and ideas 
expressed in literary texts but encourage learners to understand different 
cultures and ideologies in relation to their own. However, this model is 
teacher-centred and there is little opportunity for extended language work. 
The Language Model 
Another approach to literature in the classroom is what Carter and 
Long (1991) refer to as the "'language-based approach''. Such an approach 
enables learners to access a text in a systematic and methodical way in 
order to exemplify specific linguistic features e.g. literal and figurative 
language, direct and indirect speech. This approach lends itself well to the 
repertoire of strategies used in language teaching -cloze procedure, 
prediction exercises, jumbled sentences, summary writing, creative writing 
and role play - which all form part of the repertoire of activities used by 
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teachers to deconstruct literary texts in order to serve specific linguistic 
goals. Carter and McRae (1996) describe this model as taking a ""reductive" 
approach to literature. These activities are disconnected form the literary 
goals of the specific text in that they can be applied to any text. There is 
little engagement of the learner with the text other than for purely linguistic 
practice: literature is used in a rather purposeless and mechanistic way in order 
to provide for a series of language activities orchestrated by the teacher. 
The Personal Growth Model 
This model attempts to bridge the cultural model and the language 
model by focusing on the particular use of language in a text, as well as 
placing it in a specific cultural context. Learners are encouraged to express 
their opinions, feelings and opinions and make connections between their own 
personal and cultural experiences and those expressed in the text. Another 
aspect of this model is that it helps learners develop knowledge of ideas and 
language content and formal schemata through different themes and 
topics. This function relates to theories of readmg (Goodman. 1970) which 
emphasize the interaction of the reader with the text. As Cadorath and Harris 
point out 
"text itself has no meaning, it only provides direction 
for the reader to construct meaning from the reader's 
own experience". (1998:188) 
Thus, learning is said to take place when readers are able to interpret 
texts and construct meaning on the basis of their own experience. 
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These above three approaches to teaching literature differ in terms of 
their focus on the text: fu^ stly, the text is seen as a cultural artefact: secondly, 
the text is used as a focus for grammatical and structural analysis: and 
thirdly, the text is the stimulus for personal growth activities. What is needed 
is an approach to teaching literature in the classroom which attempts to 
integrate these elements in a way that makes literature accessible to learners in 
aesthetic terms and also be beneficial for their linguistic development. 
According to Duff and Maley (1990), the main reasons for integrating 
these elements are linguistic, methodological and motivational. 
Linguistically, by using a wide range of authentic texts we introduce learners 
to a variety of types and difficulties of English language. Methodologically, 
literary discourse sensitizes the readers to the processes of reading e.g. the use 
of schema, and strategies for intensive and extensive reading etc. And. Lastly, 
motivationally, since literary texts place priority on the enjoyment of 
reading since, as Short and Candlin assert (1986), 
'if literature is worth teaching...then it seems 
axiomatic that it is the response to literature itself 
which is important'. 
Interpretation of texts by learners can bring about personal responses 
fi-om readers by touching on significant and engaging themes. An integrated 
model is a linguistic approach which utilizes some of the strategies used in 
stylistic analysis, which explores texts, literary and non-literary, fi-om the 
perspective of style and its relationship to content and form. This invokes the 
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systematic and detailed analysis of the stylistic features of a text's 
vocabulary, structure, register etc. in order to find out 'not just what a text 
means, but also how it comes to mean what it does' (Short. 1996). This 
suggested model (O'Brien. 1999) integrates linguistic description with 
interpretation of the text although for the benefit of the foreign language 
learners it is not as technical, rigorous or analytical as the stylistics approach. 
With the carefiil selection of the text, it can be adapted for all levels. 
EXERCISES FOR THE LITERATURE CLASSROOM 
A. PHONOLOGICAL EXERCISES 
Exercise 1: 
Mark the stressed syllables in the following lines? 
The curfew tolls the knell of parting day, 
The lowing herd winds slowly o'er the lea. 
The ploughman homeward plods his weary way. 
And leaves the world to darkness and to me. 
{An Elegy Written In A Country Church-Yard) 
Exercise 2: 
Which sounds are repeated in the following lines? 
Shall I compare thee to a Summer's day? 
Thou art more lovely and more temperate: 
Rough winds do shake the darling buds of May, 
And Summer's lease hath all too short a date; 
{Shall I compare thee) 
Exercise 3; 
Write the underlined words in the given lines in their phonetic transcription. 
'My name is Ozymandias, King of Kings: 
Look on my works, ye mightv. and despair!' 
Nothing beside remains. Round the decay 
Of that colossal wreck, boundless and bare, 
The lone and level sands stretch far away 
{Ozymandias) 
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Exercise 4: 
Mark the syllable division in the following lines: 
(The students are asked to mark the syllable division without phonetic 
transcription) 
I met a traveller from an antique land 
Who said: "Two vast and trunkless legs of stone 
Stand in the desert. Near them on the sand, 
Half sunk, a shattered visage lies, whose frown 
And wrinkled lip and sneer of cold command 
Tell that its sculptor well those passions read 
Which yet survive, stamped on these lifeless things. 
The hand that mocked them and the heart that fed. 
And on the pedestal these words appear: 
(From 'Ozymandias' by Shelley) 
Exercise 5; 
Read the poem aloud. 
Loud reading of the poem has to be taken up by the students only after the 
teacher has read it aloud twice or thrice before them, or after they have heard a 
native speaker rendering of the poem repeatedly. Two or three students might 
be asked to read a short poem or a section of a long poem aloud one by one. 
This will give them the feel for the sound effects and the musical element in the 
poem, an mtegral part of poetry. 
B. LEXICAL EXERCISES 
Exercise 1: 
Read the poem carefully and answer the question that follow: 
The sea is cahn to-night 
The tide is fiill, the moon lies fair 
Upon the straits; - on the French coast the light 
Gleams and is gone; the cliffs of England stand, 
Glimmering and vast, out in the tranquil bay -
Come to the window, sweet is the night-air! 
Only, from the long line of spray 
Where the sea meets the moon-blanch'd land, 
Listen! You hear the grating roar 
Of pebbles which the waves draw back, and fling. 
At their return, up the high strand, 
Begin, and cease, and the again begin, 
With tremulours cadence slow, and bring 
The eternal note of sadness in. 
Sophocles long ago 
Heard it on the Aegaean, and it brought 
Into his mindthe turbed ebb and flow 
Of human misery; we 
Find also in the sound a thought, 
Hearing it by this distant northern sea. 
The Sea of Faith 
Was once, too, at the full, and round earth's shore 
Lay like the folds of a bright girdle furl'd. 
Its melancholy, long, withdrawing roar, 
Retreating, to the breath 
Of the night-wind, down the vast edges drear 
And naked shingles of the world 
Ah, love, let us be true 
To one another! for the world, which seems 
To lie before us like a land of dreams, 
Hath really neither joy, nor love, nor light. 
Nor certitude, nor peace, nor help for pain; 
And we are here as on a darkling plain 
Swept with confused alarms of struggle and flight. 
Where ignorant armies clash by night. 
{Dover Beach by Mathew Arnold) 
Exercise 2: 
Pick up words from the poem which have been used repeatedly. 
What does their repetition suggest? 
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When in the chronicle of wasted time 
I see descriptions of the fairest wights, 
And beauty making beautiful old rhyme 
In praise of ladies dead and lovely knights, 
Then, in the blazon of sweet beauty's best, 
Of hand, of foot, of lip, of eye, of brow, 
I see their antique pen would have express'd 
Even such a beauty as you master now. 
So all their praises are but prophecies 
Of this our time, all you prefiguring; 
And, for they look'd but with divining eyes, 
They had not skill enough your worth to sing: 
For we, which now behold these present days. 
Had eyes to wonder, but lack tongues to praise. 
(WTien in the chronicle... by Shakespeare) 
Exercise 3: 
List the words associated with the idea of death or destruction in the following 
poem. 
That time of year thou may'st in me behold 
When yellow leaves, or none, or few, do hang 
Upon those boughs which shake against the cold. 
Bare ruin'd choirs, where late the sweet birds sang. 
In me thou see'st the twilight of such day 
As after sunset fadeth in the west. 
Which by and by black night doth take away. 
Death's second self, that seals up all in rest. 
In me thou see'st the glowing of such fire. 
As the death-bed whereon it must expire, 
Consumed with that which it was nourish'd by; 
This thou perceiv'st, which makes thy love more strong. 
To love that well which thou must leave ere long. 
{That time of year... By Shakespeare) 
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Exercise 4: 
How does the poet exploit the double meaning of 'choir' in the poem? Mention 
three words which have double meanings and make sentences with them to 
bring out the two meaning. 
Exercise 5: 
What are the different parts of speech for the word 'fair' in the following lines? 
Why does the poet use the word they? 
Sometime too hot the eye of heaven shines, 
And oft' is his gold complexion dimm'd; 
And every fair from fair sometime declines, 
By chance or nature's changing course untrimm'd: 
{Shall I Compare Thee.... by Shakespeare) 
C. EXERCISES ON SYNTAX 
Exercise 1: 
Write the lines given within square brackets in the following poem in their 
proper word order in full sentences: 
I wander'd lonely as a cloud 
That floats on high o'er vales and hills. 
When all at once I saw a crowd, 
A host, of golden daffodils; 
Beside the lake, beneath the trees, 
Fluttering and dancing in the breeze. 
(^Continuous as the stars that shine ~ 
And twinkle on the Milky Way, 
They stretch'd in never-ending line 
Along the margin of a bay: 
"Ten thousand saw I at a glance, 
__ Tossing their heads in sprightly dance. 
The waves beside them danced; but they 
Out-did the sparkling waves in glee: 
A poet could not but be gay, 
In such a jocund company: 
I gazed - and gazed -- but little thought 
JVhat wealth the show to me had brought: 
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^ For oft, when on my couch I lie^ 
In vacant or in pensive mood, 
They flash upon that inward eye 
Which is the bliss of soUtude; 
And then my heart with pleasure fills, 
daffodils. 
{Dajfodils by William Wordsworth) 
vAnd dances with the j 
Exercise 2: 
What is the communicative function of the fu^ st sentence of the poem which is 
in the form of a question? Make five sentences on the same pattern for a similar 
fimction. 
Shall I compare thee to a Summer's day? 
Thou art more lovely and more temperate: 
Rough winds do shake the darling buds of May, 
And Summer's lease hath all too short a date: 
{ShallI compare thee.... by Shakespeare) 
Exercise 3: 
Which tense has the poet used in first two stanza of the above poem? 
What is the function of this tense? Make five sentences of your own to express 
some habitual action or general truth. 
Exercise 4: 
Underline all the prepositions in the following lines: 
Thou wast not bom for death, immortal Bird! 
No hungry generations tread thee down; 
The voice I hear this passing night was heard 
In ancient days by emperor and clown; 
Perhaps the selfsame song that found a path 
Through the sad heart of Ruth, when, sick for home. 
She stood in tears amid the ahen com; 
The same that off-times hath 
Charm'd magic casements, opening on the foam 
Of perilous seas, in fairy lands forlorn. 
{From Ode to Nightangle by Keats) 
Fill in the blanks with appropriate prepositions chosen fi^om the above extract. 
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Exercise 5: 
Pick up two whole sentences from poem and make three sentences of your own 
on each sentence pattern. 
Thou was not bom for death, immortal Bird! 
No hungry generations tread thee down; 
The voice I hear this passing night was heard 
In ancient days by emperor and clown; 
Perhaps the selfsame song that found a path 
Through the sad heart of Ruth, when, sick for home. 
She stood in tears amid the alien com; 
The same that off-times hath 
Charm'd magic casements, opening on the foam 
Of perilous seas, in fairy lands forlorn. 
{From Ode to Nightangle by Keats) 
CONCLUSION 
In this chapter we have discussed the significance of the different 
teaching and learning approaches and provided some example exercises for the 
literature classroom through which students can improve their language skills 
as well as literary sensibility. There are many benefits to using literature in 
the classroom. Apart from offering a distinct literary world which can widen 
learners' understanding of their own and other cultures, it can create 
opportunities for personal expression as well as reinforce learners' knowledge 
of lexical and grammatical structure. Moreover, an integrated approach to the 
use of literature offers learners strategies to analyze and interpret language in 
context in order to recognize not only how language is manipulated but also 
why. An integrated approach to the teaching of literature in the literature 
classroom with focus on the language on the other hand not only facilitates 
the comprehension and appreciation of literature, but also develops and 
consolidates the students' linguistic ability. 
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Cfidpter 5 
ConcCusion 
CHAPTER 5 
CONCLUSION 
The objective of this study has been to analyze the problems faced 
by the students of B.A. (Hons.) at A.M.U. and the study set out to find a 
suitable solution to the learning problem of these students. The focus was 
on the development of a suitable approach that would enable them to 
develop both their literary skills and language skills. 
The initial part of the study focused on establishing the nature of 
literature and literary texts and examined the relation between literature 
and language. By working on the hypothesis that literature is the product 
of culture, language, and various other factors, the study tried to 
foreground the problems faced by the teachers engaged in language and 
literature teaching in an ESL classroom. Working on a premise that the 
language of literature is the cultural artifact that represents a particular 
tradition-historical or social, the study tried to establish the correlation 
between literature and language. By establishing the differences between 
literary and non-literary language, the study was able to arrive at what 
may be briefly described as the 'muUidimensionality of meaning'. It 
refers to the fact that in a literary discourse words may not mean what 
they say and that there takes a process called the 'meaning making 
process' which was analysed in detail in later chapters. From there the 
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study moved on to identifying the way in which the literary text acquired 
multidimennality of meaning, namely by denotation and connotation. 
After establishing the literary tools like imagery and metaphors that are 
employed by writers to create meaning, the study focused on non-literary 
language. It was found that non literary language generally follows a 
direct pattern to deliver its ideas unlike literary language. 
From the notion that literature modifies and arranges the very 
language we use in daily life in peculiar ways the study arrived at the 
notion that the language used by a literary writer may deviate fi^om the 
normal communicative resources of language but the meaning of the text 
depends upon the norms of that particular language. From this hypothesis 
we may conclude that the facts we find in literary texts are, therefore, 
linguistic in nature. Thus, it would be safe to conclude that the study of 
literature and particularly of poetry is closely connected with language 
skills that are essential for a study of English literature. Approaches form 
an integral part of the teaching of literature. It is necessary for the teacher 
of literature to be familiar with these approaches. Some of the approaches 
discussed in the study in chapter two of the work are biographical, 
archetypal, moralistic and sociological. 
After the analysis the study concluded that reading of literature is 
not entirely subjective and that the meaning and value of a text is to some 
extent universal. In spite of the fact that every individual reader has a 
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particular responses to a particular text, some degree of unanimity of 
response is always possible. For arriving at the common value ascribed to 
a literary text, the study turned to linguistics. It has been used to describe 
grammar in terms of its social usage and also to describe the functions of 
these sentence constructions. For the sake of convenience the study 
concerned itself with the meaning conveyed through the work. For 
carrying out an interpretation of the literary work, the study concentrated 
upon the tools used to explain poetry. Register, Deviation, 
Foregrounding, and Collocation were found to be the tools employed in 
order to make meaning of poetry. For a more detailed understanding of 
the nature of poetic texts the study looked at the elements that constituted 
poetry. Metre or rhythm was one of the elements used to develop a 
figurative language with an objective of achieving specific results in 
poetry. In addition to the above mentioned tools various other types of 
figures of speech are also employed for evoking the desired response in 
the reader by the writer, which include Simile, Metaphor, Personification, 
Apostrophe, Hyperbole, Metonymy, Synecdoche, Oxymoron, and 
Antithesis. It is also found that in literature many deviations from normal 
language used to give an impression of novelty and refi^ esh the reader's 
perception. These deviations may be lexical, grammatical, phonological, 
semantic, and dialectal in nature. Other features include foregrounding 
and register. 
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It is found that one of the major problems faced by the students is 
that they lack the critical tools for literary analysis. The reason found is 
that English literature which is a part of the western tradition has been 
largely critical however the study of Indian literature on the other hand 
has been largely non-critical. As a resuh of which both teachers and 
students are found to be lacking in the area of critical tradition and 
attitude. In the Indian context the learners are not encouraged to ask 
questions but to respect conventions and customs. During their entire 
training in the Indian literary tradition they focus on abstract evaluations 
and summing up, with is not always quite pertinent in the context of 
English literature. The end resuh of this approach is that this effectively 
stops the formation of any subjective response to the text in question. It 
may be observed that new literary pieces are rejected on the grounds that 
there are no critical readings available about them. Since the Indian 
tradition rarely call for an evaluation of text on the basis of subjective 
analysis, even old and familiar texts fail to get a subjective response 
provoke from either the learner or the teacher. 
The important conjunction which is the active process that takes 
place when the reader comes into contact with the text at his/her own 
terms never happens. Thus the reader fails to make an honest evaluation 
of the text on the basis of one's own critical perceptions. The 
'individuahstic opinion' which is one of the main aims of a study of the 
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English literature is sadly left out of the learning process. The study 
suggests that the individual learner can often respond to literature as a 
result of guidance. 
Studying literature means that the student should be able to 
interpret the text by themselves and also should be able to describe and 
prove the validity of their responses. Teachers in the literature classrooms 
should not hand over pre-fabricated meaning to students if the idea 
behind the course is that the student must know how to read and interpret 
texts on their own. Teachers should not force them to accept 
predetermined judgments on certain authors and their works without 
analyzing the text themselves. 
The study suggests that students should not be taught to think and 
feel about certain writers and their works in a predetermined way rather 
they should be encouraged to become sensitive reader who can think and 
feel for themselves with the help of the textual facts. This leads to the 
assumption that the basic activity to achieve this objective is the linguistic 
study of literature - the self conscious linguistic reading and 
interpretation of texts. 
The study cautions that teachers should not force students to 
undertake reading as a private activity but to make it a more general 
activity so that the process of criticism become more democratic in 
nature. The idea behind this suggestion being that the student should be 
able to relate their subjective impression with that of the objective text. 
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